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Many reasons have been given for students experiencing
difficulties in selecting their undergraduate majors and
careers. Some suggest that the resulting indecision leads
to low academic performance. Few counseling models,
utilize non-cognitive variables for addressing the concern.
The need for a resolution to this problem provided the
rationale for this study. Therefore, the purpose of the
study was to investigate major/career choices and study
habits as prospective components for a counseling model.
Data were collected on 231 college freshmen using an Ex
Post Facto research design. The data included demographic
information, expressed and inventoried career choices and
scores from the Strong-Campbell Interest Inventory (SCII).
Study habits and attitude scores were obtained from the
Survey of Study Habits and Attitudes (SSHA). Cumulative
grade point averages (G.P.A.s) for the students were
analyzed subsequent to three years of matriculation.
Nominal data were collected and analyzed by percentile
distribution. Statistical analyses utilized measures of
central tendency. Correlation, Stepwise Multiple Regression
and t-Tests. Findings from this study support previous
reserch that suggests that many non-cognitive, non-
traditional variables predict academic performance.
Major/career inconsistency was predictive for students
with low G.P.A.s. Thus, counseling and training models
which include major/career goal exploration may increase
the academic performance for these students. Also, results
suggest that major/career choices are more predictive of
academic performance than study habits. Future studies
could evaluate the model developed through this research,
which included major/career goal exploration as a
component. It is further suggested that future studies
include a larger and more diversified population from







Words cannot express my appreciation for the
technical and moral support which I received from my
major advisor and Chairman of the Department of
Counseling and Human Development, Dr. Rudolph V.
Green. Others, without whom I could not have
succeeded, include the other members of my
dissertation committee, Drs. Gaylene Perrault and
Myrtice Dye. Additionally, I want to take this
opportunity to express my gratitude to Ms. Joyce
Williams Worrell, who provided editorial review.
Further, I wish to dedicate this document to my
mother, Mrs. Nannie B. Smith, sister, Mrs. Patricia S.
Raybon, and in memory of my father, Mr. William A.
Smith and mother-in-law, Mrs. Liller H. Lyle. I also
wish to dedicate this dissertation in the memory of
two of my former classmates, Ms. Phyllis A. Cowen
Denny and Mr. Ray Hollister, both of whom very much
wanted to complete their Ph.D. degrees, but passed
prior to completion.
Last, but not least, I am most appreciative of the
love and support of my husband, Richard, and our son,
Justin. They often kept the home fires burning during




LIST OF TABLES xii
CHAPTER
I. . . INTRODUCTION 1
...Statement of the Problem 3
...Need for the Study 5
...Purpose of the Study/Rationale 6
...Research Questions 7
...Statement of Hypotheses 7
...Presentation of the Study 9
...Limitations of the Study 10
...Operational Definitions 11
II...REVIEW OF RELATED LITERATURE 14
...Review of the Related Research 19
...Personality and Cognitive Style in
Career Decision Making 19
...Career Interest Consistency and Academic
Performance 22
...Career Interests and Major Choices 23
...Sex Role in Career Decision Making 28
...Vocational Interests and Academic
viii
Performance 30
...Self-Efficacy and Academic Performance 32
...Anxiety, Career, Major Choice and Academic
Performance 33
...Expressed Interests and Career Choice 35
...College Adjustment and Academic Performance... 36
...Strong Campbell Interest Inventory
Responses as Correlates of Career Choice
and Academic Performance 39
...The Survey of Study Habits and Attitudes
(Study Habits) as Correlates of Academic
Performance 41
...Psychometric Properties of the Survey of
Study Habits and Attitudes 45
...Study Habits and Counseling as Predictors of
Academic Performance 46
...Study Habits, Socioeconomic Background and






. . .Archival Records 53
IX
. . . Procedure 5 4
...Data Collection 56
...Data Analyses 57
...Human Subject Experimentation Contract 57
...RESULTS 58
...Section I: Demographic Profile 58
Sex 58
Age 5 9
Grade Point Averages of
2.00 or above by Sex and
Age 6 0
Grade Point Averages of
2.00 and above by Major
Choice 62
Summary 65


















V. . .DISCUSSION 96
...Implications for Counseling 105
...Implications for Future Research 112
. . . Summary 113
References 116
Appendices 132
A. Strong-Campbell Interest Inventory 133
B. Description of Instruments 134
C. Survey of Study Habits and Attitudes 137
D. Application for Admission 138
E. Letters of Request for Permission/
Consent 139




1 List of Research Procedures, Activities
and Instruments Utilized 55
2 Numbers and Percentages of Total Subjects
by Gender 59
3 Numbers and Percentages of Total Subjects
by Age 60
4 Percent Distribution of Total Subjects by
Sex and Age 61
5 Grade Point Averages by Major Choice 63
6 Percent Distribution of Total Subjects
by Expressed Major Choice/Occupational
Category 67
7 Percent Distribution of Subjects by
Strong-Campbell Interest Inventory
(sell) Occupational Classifications 71
8 Percent Distribution of Subjects by
Survey of Study Habits and Attitudes
(SSHA) Classifications 72
9 A t-Test Comparison and Frequency
Distribution of Consistent and
Inconsistent Students 74
xii
10 A Comparison of the Scores and G.P.A.s of
Students with Consistent and
Inconsistent Major Expressed/Inventoried
Responses (Artistic) 76
11 A Comparison of Scores and G.P.A.s of
Consistent and Inconsistent Expressed/
Inventoried Responses (Conventional) 79
12 A Comparison of Scores and G.P.A.s of
Consistent/Inconsistent Expressed/
Inventoried Responses (Investigative)... 80
13 A Comparison of Scores and G.P.A.s of
Consistent/Inconsistent Expressed/
Inventoried Responses(Enterprising) 82
14 A Comparison of Scores and G.P.A.s of
Consistent/Inconsistent Expressed/
Inventoried Responses (Social) 85
15 A Comparison of G.P.A.s of Undecided
Students with High and Low Survey of Study
Habits and Attitudes Scores 88
16 Correlation Summary Table of SCII and SSHS
Subtests 91
17 Stepwise Multiple Regression Summary




At a very small private, predominately Black
college, numerous students choose and change their
majors as a result of characteristics of employees
already in the field and for intuitive, emotional, and
impressionistic reasons. According to Kojaka (1971),
analytical (quantitative, well-defined) approaches to
choosing a major are more predictive of academic and
career success.
Yet, the act of changing majors is healthy and a
sign of developmental maturity. For example, in any
institution, it presumably takes courage to switch
majors when one is otherwise pressured to be
consistent in his/her choice (Akenson & Becker, 1967).
More recently, Crites (1981) suggested that
educators should encourage students to value college
as a place for obtaining a broad education and
experience. This emphasis has been lost in our era of
career orientation and specialization.
Though changing majors may be beneficial and
broaden educational experiences, it is not practical,
given most institutions’ current designs. The reasons
students generally experience difficulties in deciding
their majors and careers are not as paramount as the
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fact that institutions must have systems to reduce the
negative impact of the problems. The consequent low
persistence and poor academic performance, resulting
from career and major choice indecision, constitute
one of the most critical problems confronting higher
education today.
Until researchers develop more adequate measures
to insure good student academic adjustment and
performance, some might concur with Crites (1981) that
being undecided about future careers and majors might
be the best decision students could make. Though
indecision causes stress, anxiety and confusion, it
appears that at least 21 percent of all freshmen
change their majors anyway and those admitting
their indecisions switch 39 percent of the time (Gelso
& Sims 1968).
The situation gets even worse as students advance
to the senior year. Akenson and Becker (1967) report
that 61 percent of all college students change their
majors. Of these, 35% admitted that they had chosen
majors which were unknown to them in high school.
There are many implications of the above
findings. First, many undecided students, even though
they have academic ability, emotional maturity and
3
social sophistication, feel pressured enough to drop
out of school. Much of the pressure often results
because they fail to select majors early in their
academic careers. Others, may feel forced to make
decisions reluctantly. These students often live for
years wondering if life would have been better if they
had taken the opportunities to explore career options
through career counseling and guidance (Crites, 1981).
Statement of the Problem
Numerous studies, including the ones previously
referenced, have sought to determine and identify
the correlates and causalities of superior academic
performance. Little, however, has been done to
address the immediate concern of helping students by
exploring the relationships between their consistent
and inconsistent major/career choices and their study
habits as influences on academic performance.
The problem is particularly prevalent at this
small, private and predominately Black college because
a large percentage of the students switch majors late
in their academic careers. Their career/major
indecisions are also frequently cited reasons for
the school's high attrition rates. These findings are
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commensurate with those of many predominately Black
institutions of higher education which have explored
student attrition (Astin, 1985 and Fleming, 1984).
Additionally, the institution is seeking
effective methods of reducing attrition through the
provision of selected student support services. Most
of these services are in the form of academic tutorial
programs. Since the institution does not have a model
for these services, the proposed study using the non-
cognitive variables: study habits, career interests
and majors, may identify the essential elements for
such a model. It is, therefore, anticipated that the
model, once developed, may be used as the basis for
future experimental research for assessing its
effectiveness. Further, it may suggest that career
choices and study habits are extensions of the
personality and are utilized to express personal
views, as well as to enhance academic performance
(Super, 1963).
Thus, the problem was to investigate differences
and relationships among selected non-cognitive
variables, such as study habits, career interests, and
majors, to determine the feasibility of using these
variables to develop a model for counseling and
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guiding students in their efforts to make career
decisions.
Need for the Study
The literature review and research that follow,
suggest that large numbers of college students, as
late as their junior year, are still undecided in
their careers and majors. As a result, educators and
counselors tend to receive numerous referrals to
assist students in clarifying their career goals. The
numbers of students seeking help so late in their
college matriculation suggest that earlier
interventions, strategies or systems should be
utilized to reduce this occurrence. The results of
this study may support this belief.
Additionally, many of the upperclassified
students, who have low grade point averages, may be
performing poorly because they are in courses which
often are unrelated to realistic career goals. As the
literature review has suggested, this problem appears
common throughout universities and colleges.
Further, research suggests that study skills make
the difference in grade point averages and that those
who are exposed to study skills training improve
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academically (Tarpey and Harris, 1979). Consequently,
students may benefit from having study skills and
career counseling services during the first year of
college.
If the results of the study suggest that good
study habits and a major that matches the career
interest, predict higher grade point averages later
in the college experience, several implications could
be noted. For example, counselors could develop more
programs to assist students with low grades stemming
from poor study habits, no career choice and/or
unspecified career interests to reduce attrition. It
is expected that these procedures can be used to
improve counseling services for students earlier in
their college matriculation.
Purpose of the Study/Rationale
The primary purposes of this study are to measure
selected non-cognitive predictors of academic
performance and to assess the feasibility of their use
in developing a counseling model to guide students in
their efforts to achieve both academic and career
goals. Specifically, the study will examine expressed
and inventoried major/career choice consistency/
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inconsistency and study habits as predictors of
academic performance.
The rationale for this study stems from the need
to reduce high rates of student attrition related to
academic performance at many predominately Black
colleges and universities across the country.
Subsequently, the findings may be used to develop a
specific model of support services to improve
counseling programs.
Research Questions
One of the research questions is "What are the
relationships, if any, and differences between or
among study habits, career choices and career interest
consistency in determining who will most likely
succeed in college?." The second research question is
"Are students most likely to benefit from a counseling
model utilizing study habits training, career
exploration and assistance in making curriculum major
choices designed to improve retention and, therefore,
high academic performance?."
Statement of Hypotheses
To achieve the purposes of this study, the
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following research hypotheses were tested:
Hypothesis 1. No statistically significant difference
in academic performance will be found
between students with expressed
major/career choices which are
consistent with their Strona-
Campbell Interest Inventory (SCII) and
students with expressed major/career
choices which are inconsistent with
their SCII scores.
Hypothesis 2. No statistically significant difference
in academic performance will be found
between students who are undecided in
their major/career choices and have
high scores on the Survey of Study
Habits and Attitudes (SSHA) and those
who are undecided and have low SSHA
scores.
Hypothesis 3. Subtests of the Strona-Camobell
Interest Inventory will predict higher
G.P.A.s than subtests of the Survey of
Study Habits and Attitudes. regardless
of major/career interest consistency.
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Presentation of the Study
The study will be presented in five chapters.
Chapter I, the Introduction, provides an overview
of problems associated with student indecisiveness
related to choices of majors and careers. It also
examines the impact the problems have on the students'
academic performance. Additionally, the chapter
identifies frequently researched correlates of
successful academic performance and identifies those
correlates explored in this paper. Lastly, Chapter I
specifies the hypotheses for the study.
Chapter II presents a Review of the Literature
and provides an overview of the trends in higher
education as they relate to the subject of this study.
Chapter II also examines selected studies that are
relevant to the selection of college majors and career
choices. Further, reviews of several studies on the
prediction of the academic performance of college
students, are also included in this chapter.
Chapter III, Methodology, specifies the research
design; that is, the subjects, instrumentation and
procedures for the study. Information in this chapter
allows critique of the methodological approach used in
conducting of study, as well as the procedure
10
necessary for study replication.
Chapter IV, Results, presents a detailed account
of the statistical findings of the study. Chapter IV
also includes an analysis of the statistical results
of the study.
Finally, Chapter V, Discussion and
Recommendations, provides an overview of problem
resolutions germane to this study and implications for
counseling and future research. The chapter also
specifies ways in which the various results of this
study support or refute previous research findings
related to this study.
Limitations of the Study
One of the major limitations of this study was
that the interpretation of the existing data may not
accurately reflect all of the intervening variables
that influenced the academic performance of the
students in the sample. Also, a longitudinal study
involving a larger universe with greater geographical
and population diversity would undoubtedly increase
the generalizability of the findings.
The third limitation was lack of fiscal
resources, which precluded the immediate validation of
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these findings and the utilization of additional data
collection procedures utilizing a broader selection
of instruments.
Operational Definitions
The following terms are defined herein in order
to clarify their use in this study:
1. Expressed vocational interest (consistent):
Choice of major as expressed upon
registration which is identical with an
interest as specified on the Strona-Campbell
Interest Inventory.
2. Expressed vocational interest (inconsistent):
Choice of major as expressed upon
registration which is not identical with an
interest as specified on the Strona-Campbell
Interest Inventory.
3. Academic Performance:
High G.P.A.=3.0-4.0; Average G.P.A.=2.0-2.99;
Low G.P.A.= 0-1.9.
4. Self-Efficacy Expectations:
Beliefs about one's ability to successfully




Students who do not make an expressed
major/career choice upon matriculating as
Freshmen.
6. Cognitive Styles (Learning Styles):
The individual's characteristic mode of
perceiving and organizing information about
the environment.
7. Congruence:
Match between Holland's personality types
designated by the highest Vocational
Preference Inventory (VIP) and the Holland
personality type indicated by the expressed
vocational choice (Holland, 1985).
8. High Survey of Study Habits and Attitudes
scores: SO=98 or above.
9. Low Survey of Study Habits and Attitudes
scores: SO=97 or below.
10. Ex Post Facto research:
Research using data obtained from archival
sources.
11. Career choice consistency/inconsistency
correlates of academic performance:
The extent to which a student's expressed
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major career choice agreed with his/her
career choice as indicated by the Strong
Campbell Interest Inventory (SCII) .
14
CHAPTER II
Review of Related Literature
With the 1983 report, "A Nation at Risk",
prepared by task commissions on the condition of
American educational systems, the public schools were
blamed for international economic problems. This
serious accusation stemmed from a critical review of
data and literature on the quality of learning and
instruction at all levels of education. The
commissions further examined curricula and compared
them with those of other countries. Admission
standards were also examined in light of academic
expectations and success outcomes, particularly for
high achievers. Lastly, the commissions investigated
the relationships between societal events and changes
within the American educational system.
As a result of the above efforts, numerous
educational reforms were initiated in American
education. This led to the establishment of career
ladders for teachers. In 1984, Tennessee became the
first state to approve career-related requirements for
teacher advancement. Other states, such as Georgia,
also began to require minimum competencies
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for faculty employment, compensation, tenure,
promotion, and retention. State boards of higher
education also joined the movement for curriculum and
minimum teacher competency reforms. Previously, it
was generally thought that professors only needed
allegiance to their disciplines (Cross, 1985).
What does this mean for the students? Educators
have obligations to provide learning environments that
are conducive to overall student adjustment, academic
performance and preparation for careers. Willingham,
(1985) has suggested that the academic achievement of
college seniors, as defined by scholarship potential
and accomplishment variables, could have been
predicted from the admission process four years
previously. Willingham, (1985) also concluded that
high school rank and admission scores, i.e., American
College Test (ACT), Scholastic Aptitude Test (SAT),
and Graduate Record Examination (G.R.E.) scores, are
still the best predictors of academic achievement for
the majority of students.
Recently, however, Martinez (1989) published a
report that noted that some popularly accepted
cognitive instruments, such as the Scholastic Aptitude
Test (SAT), are not valid because they are
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discriminatory, particularly against females and other
minorities. After studying 100,000 high school
seniors and 1100 juniors, she reported that 35
questions were more likely to be answered correctly by
males. In fact. Black and White female respondents,
at all levels of parental education and income, were
more likely to have scores lower than males. Black
girls scored lowest of all. Even high academic
achieving girls scored up to 60 points lower than the
average male.
Also, there are probably other predictors of
academic performance that need to be identified.
Willingham, (1985) further noted that academic
achievement should be more broadly defined to include
more than scholarship, potential for academic
achievement and academic accomplishment. Correlations
among these three variables were moderate {r=.25-.35).
This meant that the achievement of a large number of
successful students may have been attributed in part,
to at least one of these variables.
Additionally, Willingham (1985) found that
persistence and extracurriular accomplishments are
predictive of academic success, and that for some,
more predictive than scholarship ability or potential.
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These variables, which he also termed "follow
through", were extremely valuable in predicting
leadership and over-all accomplishment.
After twenty years of research, Astin (1985)
provided much of the data for the National Institute
of Education's report "Involvement in Learning".
That research showed that students become more
successful, academically and personally, if they
become involved in classes and extracurricular
activities with other students, faculty or part-time
employment. Also, Astin (1985) observed that the Icey
to student retention is for the institution to provide
support services and resources to students to help
them become more persistent. This will help them
to be more academically successful.
It is increasingly important to address all
factors which may be possible contributors to the
alarmingly high rate of attrition. This is
particularly important among minority college-age
students whose attrition rates are higher.
Dropping out has been attributed to inadequate
high school preparation, low finances, low motivation,
dissatisfaction, indecisiveness of career goals, and
lack of role models (Astin, 1985). Tracey, and
18
Sedlack (1985), conclude that students also drop out
of school because of low self concepts, unrealistic
self appraisal, inability to cope with racism, and
preferences for short-term rather than long-term
goals. Thus, additional research is essential because
the problem shows no signs of arrest.
Over the years, educators, counselors and
psychologists have attempted to identify correlates of
successful academic performance. As a result,
numerous theories have been proposed, tested and
accepted or rejected. Most of the correlates have
been academic, including grade point averages, rank in
class and scores on aptitude tests. It can be
suggested that other areas should be considered as
possible explanation for academic success or failure.
For example, selected non-academic correlates, such as
family relations, choice of careers, and interest
may more accurately predict success or failure than
academic correlates. Other criteria such as financial
status, study habits and attitudes, when combined with
academic correlates, may increase the prediction rate.
The results might determine which students should be
granted unconditional admission and which should be
granted conditional admission with support services
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required.
Until institutions have more valid evidence of
the best predictors of academic success, and their
relation to career choices and planning (the main
reasons for being in school), the need for continual
research and refinement will remain.
Review of Related Research
Summarizations of selected studies in the
literature, which explore career/major decision¬
making, study habits and attitudes as correlates of
academic performance are provided below.
Personality and Cognitive Style in Career Decision
Making
One of the most familiar and influential theories
proposed pertaining to ways particular students select
college and choose careers is the Holland Theory. The
Holland Theory has shown relationships between
personalty types and career choices (Osipow, 1983).
Specifically, the theory suggests that career choices
are extensions of the personality and attempts to
express persons' views of themselves.
Witkin, Moore, Goodenough, and Cox (1971),
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however, researched literature which showed that
cognitive style is a major determinant of career
choice. Their survey, however, was flawed in that it
was not empirical. It was merely exploratory. They
only reviewed previous research studies on the subject
and concluded that insufficient evidence exists to
explain the causality of cognitive style and its
relationship to career choice. Thus, few convincing
theoretical empirical studies exist for explaining the
relationship (Witkin, et. al., 1971).
York and Tinsley (1986) explored the relationship
between cognitive styles and Holland's personality
types to predict career decision-making. They found
consistent positive relationships. Holland's theory
concurs and assumes that any inconsistent correlations
are due to dissatisfaction arising from incorrect
career choices.
Within the last ten years, Harren, Kass and
Tinsley (1979), concluded that among three variables
1) rationalization, 2) intuitiveness and 3) dependent
strategies, rational decision making was the highest
correlate for determining choices of majors in
college. Using Holland's theory, the Realistic Group
scored lowest on rational decision making. The
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Investigative Group scored highest on rational
decision-making. Artistic persons were highest on the
intuitive decision-making style which includes
impulsive and emotional rather than cognitive states
(Harren, et. al., 1979).
Also, O’Neil, Magoon and Tracey (1978) supported
Holland's prediction of career choices using
personality characteristics in Investigative types of
males. Their study explored the predictability of
consistency between personality characteristics
obtained on the Strona-Campbell Interest Inventory
prior to graduation and obtained careers following
graduation. One flaw in this study, however, was the
omission of the hypotheses. Another flaw was in the
use of a longitudinal design wherein no control over
the subjects was possible. The subject pool suffered
from mortality in that the researchers were unable to
obtain follow-up questionnaires from all of the
original graduates; only 64% responded. Also, a
regression analysis to ascertain prediction should
have been the preferred statistical tool instead of
the chosen percentages of consistency rates. Further,
it may be that the sex of the individual is a
significant variable; however, Holland and Gottfredson
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(1975) found no relationship between two opposing
interest types using Holland's personality types.
Career Interest Consistency and Academic Performance
Foster and Gade (1973) found high career interest
consistency-achievement relationships for college
students; that is, that students who had vocationally
consistent scores, as indicated by the Strong
Vocational Interest Blank, high ACT scores and
internal locus of control had higher average G.P.A.s
than those who had inconsistent ACT scores. O.Neil,
et. al. (1978), however, found no relationship for
graduate students. One flaw in the Foster and Gade,
(1973) design was that they used 356 freshmen male
students. Their sample lacked females. Thus, they
violated one of the apriori assumptions for Anova, the
statistical tool they used. Their sample was not
representative of undergraduates. They, obviously,
did not use a random sample from which to obtain their
data for the research. Nevertheless, findings,
support those of Reuterfors, Schneider and Overton
(1979) , who found, for freshmen, a curvilinear
relationship between consistency and academic
achievement; that is, the consistency scores
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increased with increases in the scores of academic
achievement, leveled off, and then dropped with scores
of academic achievement beyond a certain point
(Edwards, 1951). This suggests the need for more
research on the relationship between consistency using
Holland's dominant and subdominant interest-types.
A more recent study, (Wiley and Magoon, 1982)
revealed that persistency and achievement are related
to consistency for some subgroups, i.e.. Social Types
and undergraduates and Investigative Types, but not
for graduate students. The study, using 1957 students,
concluded that there are intervening variables such as
conducive versus non conducive learning environments
that confound the results. Nevertheless, low
consistency seems to relate to low achievement and
attrition for some groups and individuals with the
lowest consistency related to the Social Types.
Career Interests and Major Choices
Rose and Elton (1982) examined the congruency of
differentiation and consistency of interests and
American College Test (ACT) scores of 607 first
semester freshmen for predicting major choices of the
same women four years later. The longitudinal
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research hypothesis was that there was no relationship
between the variables. The hypothesis was rejected
using a correlational analysis. Thus, the study
supports the relationship between personality and
vocational choice stability. The findings suggested
that students with higher ACT scores and higher
Investigative interest scores had more stable
vocational choices (majors) after four years.
Reuterfors, et. al., (1979) have rejected
Holland's hypothesis that people who show
consistencies in their personalities have similar
interests, values, competencies traits and
perceptions. They also reject the notion that these
variables are predictive of productivity, stability
and career satisfaction. Barak and Rabbi (1982) ,
however, believe that the Reuterfors, et. al. (1979)
findings are weak because they used the Strona-
Camobell Interest Inventory. Their rationale is that
since the SCII asks for attitudes, the operational
definition of consistency differs.
Barak and Rabbi (1982) examined the relationships
between level of consistency in selecting college
majors and persistence, stability and achievement
using 293 randomly selected undergraduates. Their
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findings supported Holland's consistency findings. As
such, Barak and Rabbi (1982) suggest that future
research utilize more behavioral definitions of
consistency. Also, they found strong relationships
between one's internal consistency in choosing a major
choice stability and academic achievement.
Erwin (1982), cited limitations in the two
commonly used methods of assessing consistency using
Holland's operational definition of consistency: 1)
the use of interest inventories to deduce personality
types and 2) converting of expressed vocational
choices (majors) into personality types. Each method
has too many values for consistency and restricts the
use of a personality type more than once in a
personality pattern (Erwin, 1982).
As a result, Erwin (1982), explored a third
method. It utilized the consistency measure between
expressed first and second vocational choices (majors)
at the high school level. Erwin (1982) using 2046
entering freshmen, explored the relationship between
their consistency scores from high school and
Holland's personality types. He, too, found low or no
support (r =.02) for Holland's consistency theory, but
noted it may have been higher if the choices had been
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obtained in a college. Interestingly, this study also
used operational definitions of consistency.
Bruch and Krieshok (1981) investigated the
congruence of Holland's theory for predicting person-
environment differences. They found that
Investigative types in programs, such as engineering,
tend to have higher academic aptitude. They also were
more persistent in retaining their original major
choices than those in the Realistic category. One
major statistical flaw in the study, however, was that
they used Chi Square and a t-Test for prediction when
multiple regression is the preferred tool for
prediction (Edwards, 1951).
Lowe (1981) tested fifty-four female and thirty
male non-traditional college students (over 20 years
old) using the Career Decision Scale and the
Vocational Preference Inventory. It was hypothesized
that indecision is negatively related to occupational
interest differentiation. Results do not support the
hypothesis, because relationship is used and
difference was reported. It was found that the
mathematical difference between the highest and lowest
scores on the six occupational scales of the Self-
Directed Search (SDS) by Holland cannot be used as
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predictors of vocational (major) undecidedness. The
same was found to be true for Holland's Vocational
Preference Inventory (VPI).
Slaney (1984) researched the changes in
vocational interests of 98 females over a two year
period. He hypothesized that the subjects with changed
interests will be more undecided on their careers. He
also expected to find that there would be less
agreement between their declared career interests and
the results on the interest inventory of persons whose
interests were stable over time.
The results of the above study showed that
individuals who were decided on their career goals had
personalities consistent with the Vocational
Preference Inventory (VPI). Further, those
individuals' career goals and personalities
corresponded with their expressed vocational choices
(majors). These students also had excellent academic
achievement. The ones that had changed their choices
also had good academic achievement, but did not have
clear occupational goals. Grades were lower for the
undecided individuals. This suggests additional
career counseling on goal setting and career options,
particularly for the undecided student.
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In researching students who do not succeed acade¬
mically, Arroba (1977) used six decision-making
styles, i.e., emotional, hesitants, intuitive, no¬
thought, compliant and logical. Of the six, he noted
that the logical and hesitant styles were active,
while the thought and compliant were passive. Those
who did not use logical decision making styles had
low academic achievement.
Sex Role in Career Decision Making
Thomas (1985), Weishaar, Green, and Craighead
(1981), and Folachek (1978), to name a few, have
speculated that career choices are sex determined and
that the sex-role self concept determines persistence.
This view is not conclusive, however, as researchers,
like Constantinople (1973), suggest that both men and
women possess masculine and feminine characteristics
(psychological androgyny). Constantinople (1973),
determined that women in non-traditional fields,
such as engineering and science, do not have lower
rates of persistence than women in traditionally
female fields, like home economics. Further,
conclusions by Yanico and Hardin (1981) revealed that
women with high masculine characteristics, as
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determined by androgyny scales, persist in college
more than the others regardless of major field. Their
three year study of 77 women engineering and home
economics majors had hypothesized that persistence in
the two majors would be related to sex roles. They
further hypothesized that the more feminine women were
more likely to leave engineering and the more
masculine type more likely to leave home economics.
The hypothesis, therefore, was rejected. One flaw in
the design, however, was that the sample was selected
out of convenience rather than randomly. As a
consequence, generalizability is suspect and further
research is recommended.
Elton (1967) studied career role and vocational
choices of male students and noted that personality
(masculine role and scholarly orientation) is related
highly as a predictor with choice and that ability and
personality were highly related to male career roles.
Those who were indecisive had less ability, but were
more independent and democratic. Those undecided also
tended to show more interest in the Humanities and
Arts and admitted more adjustment problems. Undecided
students rejected administrative and political
occupations.
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Vocational Interests and Academic Performance
Researchers are still exploring the correlates of
vocational interests. Theoretical explanations of
interest, as a construct, leave even more room for
explanation. A recent study explored vocational
interests as correlates of ability, success and
satisfaction. Substantive evidence suggests that
there is no correlation between vocational interests
and pertinent abilities or performance, but there is a
positive correlation between vocational interests and
satisfaction (Barak, 1977). Weaknesses exist in his
findings, however, because they were not empirically
based. Barak (1977) merely reviewed existing studies.
In the 1940s, Strong (1943) noted low
correlations between interests and abilities. In
1951, and later in 1955, Darley and Hagenah, (1955),
concurred. Explanations vary, but Darley and Hagenah
(1955, pp 58-59) state, as the reason for low
correlations, that "the same amount of ability may be
possessed by several individuals, each of whom has a
different primary interest pattern leading him/her to
a different educational and vocational choice".
Alternately, Darley and Hagenah (1955) state that
"within one type of primary interest pattern may be
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found several individuals at varying ability levels,
some of whom will fail" (pp. 58-59).
Lee and Thorpe (1956) further explored the
correlates of ability and vocational interests using
the General Aptitude Test Battery (GATB-U,S.
Department of Labor, 1967), the Kuder Preference
Record-Vocational (Kuder, 1960) and the Occupational
Interest Inventory (Lee and Thorpe, 1956). Again, low
correlations were noted.
Interestingly, Vroom (1964), suggested that
though low correlations have previously been found, it
is highly probable that vocational interests are
highly correlated with perceived ability. Further,
Vroom (1964) proposed that correlations are higher for
individuals than for groups. That is, that there are
more heterogeneous individuals who select vocations
which are related to their perceived ability to do the
job than homogeneous groups of persons.
Results have been promising using correlational
studies. There have been high relationships (.55)
between the Strong Interest Inventory Blank
occupational categories and selected abilities to
perform in some occupational areas and in selected
training programs. Other interest blanks, however.
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have lower correlations (Barak and Friedkes, 1982).
Self-efficacv and Academic Performance
Self-efficacy expectations have also been
explored as predictors of academic achievement and
persistence. Bandura (1982) concludes that these
expectations or beliefs allow an individual to use
coping strategies to overcome obstacles and other
negative situations in order to achieve. It appears
that self-efficacy expectations were highly related to
expressed vocational interests, engineering and
science as vocational areas (majors) for males and
females (Betz & Hackett, 1983). Women, however,
showed lower self efficacy for traditional male
occupations, but were higher than men in traditional
vocational fields (majors). Female mathematics
students also showed self-efficacy or perceived
ability simultaneously with academic performance
(Bollinger, 1983).
Lent, Brown and Larkin (1984) also found that
high self-efficacy expectations alone are not
sufficient to predict good academic performance; that
is, ability must be present. In their study, (Lent,
et. al. 1984), examined the correlations between self
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efficacy, persistence and success of 42 students
participating in an engineering and science career
planning course. They had hypothesized that self-
efficacy expectations are related to both degree of
persistence and choice of careers. They expected to
find that students with high self-efficacy scores,
using the Hackett and Betz (1981) model for assessing
self efficacy, would be more persistent in their
career choices. The hypothesis was accepted.
A major critisism of the above research, though,
is that it was conducted with a very small non-
randomly selected sample. No mention was made of the
ratio of men to women. Also, additional research is
recommended using a larger sample which represents a
more diversified range of academic majors and career
choices. It would be well to examine those who have
not participated in a career planning course.
Anxiety. Career. Major Choice and Academic Performance
One presumes that an individual must be anxiety
free or at least low in anxiety to perform well in
college. Brown and Strange ((1981) explored the
relationship of academic major and career choices to
anxiety among college freshmen using the State-Trait
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Anxiety Inventory. Their study is important for
several reasons, but it reiterates the distinction to
be made between deciding on a "major” and deciding on
a "career" (Brown & Carney, 1981).
To summarize the above studies. Brown and Carney
(1981) and Brown and Strange (1981) investigated the
relationships between career and academic major
choices and levels of state anxiety in 250 on-campus
college students. State anxiety differs from trait
anxiety in that it is a transitory emotional condition
rather than a chronic proneness to anxiety. Their
research questions were: (1) Do students with declared
majors experience less anxiety? (2) Do students who
are decided in their career choices experience less
anxiety? and (3) Is there a relationship between
selecting a major and deciding on a career? Findings
suggest that students who are both decided on a major
and a career choice experience less anxiety. The
implications are for educational institutions to not
only encourage freshmen to choose a major, but to also
assist them in selecting a career.
Other researchers have reported negative
relationships between the ability to malce a career
choice and anxiety, e.g.. (Kimes & Troth, 1974). The
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purpose of their study was to explore the
relationships between trait anxiety, levels of career
decisiveness and career satisfaction. They expected
to find that students with different levels of
decisiveness and satisfaction were not different in
anxiety levels. They found, however, that undecided
students were more anxious than those who had
definitely decided on a career. Those that were
unsatisfied were also more anxious than those who were
satisfied. The implications for counselors are to
identify the anxiety prone so that they may be
targeted for support services which address career
exploration and decision making. As the level of
anxiety increased, the levels of decisiveness
decreased!
Expressed Interests and Career Choice
Cairo, 1982 in a twenty-one year follow-up study,
compared the ability of measured and expressed
interests to predict occupational membership. He used
a small sample of 85, but suffered no subject
mortality. Data were obtained on all 85 subjects over
time. Cairo (1982), expected to find that expressed
interests were at least as accurate as measured
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interests in predicting occupational membership. His
findings noted that expressed interests were somewhat
better than measured interests via the Strong-
Vocational Interest Blank for predicting long-term
occupational membership (verifying college
persistence). Touchton and Magoon (1977) and
Gottfredson and Holland (1975) also found that
expressed interests were better than measured
interests using the Vocational Preference Inventory
and/or the Self-Directed Search. Cairo (1982),
however, because of the extended longitudinal time
frame, suggested that, while the SVIB had predictive
and concurrent validity, the validity increased as the
time decreased.
College Adjustment and Academic Performance
For many years, counselors and other educators
have attempted to determine the correlates of
adjustment to college. A study by Baker and Sirykl,
(1984) used multiple criteria as measures of
adjustment. It used, as variables, attrition, appeals
for psychological services, grade-point averages, and
election to academic honorary societies. It also
included a social activities checklist. The checklist
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measured the students' levels of participation and
decisions regarding whether they were accepted or
rejected when they applied for positions as dormitory
assistants. Predictors included personality and
environmental determinants. Findings suggest that
there was no statistically significant correlation
between social adjustment and grade point average.
Substantial evidence exists for a positive
relationship, however, between the scores on the
College Inventory of Academic Adjustment (CIAA) and
grade point averages (G.P.A.), but the CIAA is no
longer in print (Baker & Sirykl, 1984). Other than
the CIAA correlates, only "crisis reaction",
"alienation" (Long, 1977) and research correlates
from Feild and Schoenfeldt (1975) using the College
Experience Inventory and pre-college life experiences
appear valid.
In summary, the prediction of students who will
be academically successful in college; that is, able
to achieve cummulative grade point averages above 2.0
(on a 4.0 scale) may be increased by using non-
cognitive criteria such as study habits, expressed
majors and career interests. Findings of the review
of related research suggest that persistence.
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extracurricular activities, part-time employment,
support services, career choices and personality
predict, in varying degrees, academic performance.
Vocational interests, however, traditionally, have had
poor correlation with academic performance.
Correlations have been higher though with the Strona-
Campbell Interest Inventory.
It appears that self-efficacy, strengthens the
coping strategies necessary for individuals to persist
academically. It does not, however, predict
performance, but, instead, perceived ability.
Findings on the relationship of anxiety to academic
performance are less clear. The same is true for
college adjustment. Feelings of alienation and crisis
reaction, however, are more valid as predictors of
performance.
In light of the above review, additional research
on non-cognitive variables is justified. Once
identified, these variables may be incorporated in a
support services model to reduce attrition by
predicting individuals who, with support, might
succeed academically.
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Strong Campbell Interest Inventory Responses as
Correlates of Career Choice and Academic Performance
A review of the literature of the Strona-Campbell
Interest Inventory suggests that researchers have been
able to find little to criticize. Editions prior to
1981 were short on occupational scales for women and
for non-professional/technical occupations (Mitchell,
1985). Otherwise, the inventory has been considered
effective. The most recent revision (1985) expanded
the number of matched sex and non- professional
occupational scales. All scales have been renormed to
agree with the most recent census tract data on the
numbers of males and females.
Most importantly, both the 1981 and 1985 editions
have high validity (.55) and reliability (.87-.91) for
subgroups and the earlier bias against women is
corrected (Mitchell, 1985 and Hansen, 1984). Of
particular benefit to the proposed research is the
observation that the Strona-Campbell Interest
Inventory uses Holland's six career types, yielding
"General Occupational Themes" and 23 "Basic Interest
Scales." These categories are excellent for
correlating occupational subgroups with pertinent
variables under exploration. This is true even though
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the subgroups are homogeneous and have statistical
overlap between and among several of them (Mitchell,
1985).
The Strong-Campbell Interest Inventory also has
predictive validity in that it discriminates between
the interests of those who actually assume various
occupations (Spokane, Malett, and Vance, 1978). The
SCI! also has construct validity (Dolliver and Will,
1977) . For instance, Strong advocated four
propositions on occupational scales and Holland's
elements on careers to validate interest scales.
A more recent study (Laing, Lamb, and Prediger,
1982) concurs with Strong that three of the four
propositions are valid, i.e., that 1) individuals who
remain in an occupational area also score highest in
the associated interest scale, 2) individuals who have
higher associated interest scales, score higher than
individuals in other occupational areas, and 3)
individuals who score high with long tenure on an
occupation should have higher associated interest
scores than those who leave the occupational area.
Laing, et. al., (1982) used a sample of 4035
males and 3671 females to explore the relationship
between interest scores and occupational careers. The
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first hypothesis was that persons who continue in an
occupation have higher interest scores in that field
than in any other occupational category. The second
hypothesis was that persons in a particular
occupational career have higher interest scores in
that area than ones entering or continuing in other
occupational areas. The second hypothesis was not
supported in that individuals who change their
occupations, change for reasons other than interest
incompatibility (Laing, et. al., 1982).
In summary, much of the literature reviewed,
strongly supports the utilization of the SSII as a
correlate of career choices. Those who persist in an
occupation often have associated SSII vocational
interest scores. Thus, exploration of the
correlations, if any, between career interest scores,
expressed majors and academic performance using the
SSII, appears valid. This information may be useful
in developing a support services counseling model.
The Survey of Study Habits and Attitudes (Study
Habits) as Correlates of Academic Performance
According to Bray, Maxwell and Schmeck, (1980)
the most frequently used self report instrument for
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determining learning and memory behaviors is the
Survey of Study Habits and Attitudes (SSHA) even
though it was developed prior to the majority of
research on the subject. The instrument, in its early
development, was designed to elicit one score to
represent overall academic effectiveness (Bray,
Maxwell, and Schmeck, 1980; Brown and Holtzman, 1953,
1967). It has been revised to include seven subscales
(Appendix B and C). A .36 correlation between the
results of SSHA responses and grade point averages has
been reported (Brown and Holtzman, 1966). Goldfried
and D'Zurilla (1973), however, in a validation study
reported higher SSHA validity coefficients for peer
ratings of study effectiveness than grades when the
two were used as criteria for predicting academic
achievement.
A study by Rutkowski and Domino (1975), reported
that, when comparing the California Pvcholoaical
Inventory (CPI), the SSHA and the Scholastic Aptitude
Test (SAT), as predictors of academic achievement,
there were high correlations (-.42 to .70) between
SSHA and the CPI. Fifty-five of seventy-two
coefficients between SSHA and CPI were statistically
significant at the .05 level of confidence. Nine of
43
the 18 CPI scales were significant when correlated
with the SSHA subscales. Of the 18 CPI scales, 13
correlated with SAT verbal; only 4 with SAT
quantitative. They examined the relationship between
study skills to include habits, attitudes and
personality. The sample included 201 college
freshmen. The hypothesis was that study skills and
personality are significantly correlated. The
hypothesis was therefore supported.
Specifically, those with good study skills were
more likely to be sociable, mature and responsible.
It was recommended by Rutkowski et. al., (1975), that
additional studies be conducted on college students,
since few related studies have been reported for this
population. Also, the sociability factor contradicts
those findings of another study by Tarpey and Harris,
(1979). Their study, which points to additional
personality differentials, explored also the effects
of study skills on college students' grade point
averages. Their study compared students who took study
skills courses with those who requested the course,
but could not enroll. Not only did they find that
there was an increase in G.P.A. and SSHA scores
following the course, they also found that high
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achievers, with high study skills knowledge, were much
more often introverted. Conversely, underachievers
more often had low study skill knowledge and were more
extroverted when assessed utilizing the Survey of
Study Habits and Attitudes (SSHA).
Robyak and Downey (1979), conducted a similar
study. The purpose of their study was to investigate
the extent to which students in a study skills class
could be differentiated by personality regardless of
their prior underachievement identification. It was
expected that underachievers could be identified by
their poor study skills knowledge and inability to use
good study habits. A Discriminate Analysis of the two
groups, achievers and underachievers, revealed that
though achievers have higher skill knowledge, their
self report of use of the skills is no more than that
of the underachievers. They attribute this difference
to personality. They concur with Tarpey and Harris
(1979) that achievers are more introverted.
According to Rutkowski and Domino (1975),
educators associate study skills as relevant to the
academic realm of education and not as a facet of
student services and counseling. Counseling centers,
however, have increasingly begun to participate in
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study skills offerings.
Psychometric Properties of the Survey of Study Habits
and Attitudes
A study was conducted by Silverman, (1974) using
1899 undergraduate students at a large Southeastern
university, to test the psychometric properties of the
SSHA. He found that the data from the Work Methods
(WM), Teacher Approval (TA), and Study Attitudes (SA)
scales were more appropriate for researching group
characteristics for use in developing group counseling
programs and sessions. It is less appropriate,
according to Carkhuff, (1973); Rubin and Cohen,
(1974), to obtain data from these sources for use in
individual counseling. Silverman, (1974) also
reported that the information, however, from the
Study Habits scale is useful for both group and
individual counseling and training. Further, the post
counseling G.P.A. groups were above 3.0 on a 5.0
scale. These findings support group study skills
counseling for all students below average (cummulative
averages of 2.0 or below, on a 4.0 scale).
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Study Habits and Counseling as Predictors of Academic
Performance
Gadzella, Goldston, and Zimmerman, (1977)
conducted a study to compare the differences in
perception of study habits and academic performance of
students who had not received study skills training.
Their research question was, "Would exposing college
students to study skill techniques improve academic
performance?" Results showed that students who
received counseling and/or instruction on improving
study habits earn higher scores in academic classes.
This was even found true in students who were
prospective school dropouts. Further, their study
suggested that exposure to study habit techniques is
as important as exposure to the facts of knowledge to
be tested. The study further revealed that exposure
to study habit techniques improved the students'
perception of their abilities and their beliefs in
their abilities.
Whitehall (1972) also suggested that, by the time
students reach college, their previous training is
more diverse and the information necessary to achieve
is increased and more specified. This creates new
problems for educators and suggests the need for
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enhanced study skills counseling and education
programs for amelioration.
Study Habits. Socioeconomic Background and Anxiety as
Correlates of Academic Performance
According to Zimmerman, et. al, (1977) and
Jenkins, (1964), standardized tests are not as good as
study habits for predicting academic performance for
students with poor educational backgrounds. Study
habit scores from the SSHA however, were more
predictive for Black males and females. Zimmerman,
et. al., (1977) conducted a study using a Discriminant
Analysis to explore 32 variables to predict the
academic performance of 212 Black and White males and
females. One flaw was that no hypothesis was
presented in the report. Further, no mention was made
of the method of selecting the subjects. The results
suggest, however, that the use of standardized test
scores is a poor predictor of academic performance for
Blacks and that for Black males, the use of study
habits is a better predictor. The use of study habits
can also be used to predict the performance of Whites.
Another study by Lent and Russell (1978),
utilizing the SSHA, assessed the relationship between
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test anxiety and study habits. Those that received
study habits counseling had lower test anxiety after
training. Those with test anxiety and poor study
habits were underachievers. Thus, the study habits
counseling reduced anxiety and increased achievement.
This suggests counseling intervention for students
experiencing test anxiety, particularly those with
poor study habits (Mitchell and Ng, 1972).
In summary, the SSHA has been found to have as
high a predictability of academic performance as grade
point averages (r=.42 to .66 for men and women). It
suggested that students with good study skills were
also more likely to be high achievers. The Study
Habits scale appears valid for both individual and
group counseling. Also, following study skills
counseling, G.P.A.s increased, even for those who were
prospective dropouts. Study skills also improved self
efficacy relative to the students' positive belief in
their academic abilities. Support also exists for
SSHA as being more predictive of academic performance
than standardized test scores. Though anxiety appears
not to be related to academic performance, good study
habits reduce test anxiety.
Thus, the Survey of Study Habits has higher
49
validity than grade point averages and standardized
tests for predicting academic performance (Zimmerman,
1977, Jenkins, 1964). The SSHA also has higher
validity than standardized tests for low socio¬
economic groups. Black males and females (Zimmerman,
1977). Findings also suggest that those with low SSHA
scores, not only will have low skill aptitude, but
will be more interested in socializing than studying.
Perhaps they socialize because they lack the study
skills to warrant study. Additionally, though study
habits training has been traditionally under the
academic domain, it is more commonly being
incorporated within Student Affairs. Further, the
psychometric properties of the SSHA support its use
for the study of groups and group training programs.
Post measures following study habits training reveal
reduced test anxiety.
As a result of the above findings, further
measurement and exploration of the relationships
between study habits, career interests, expressed
majors and academic performance are proposed. It is
expected that the information will lend itself to the
development of a model for counseling support services




Ex Post Facto research was used as the method for
obtaining data for this research study. The research
used data from archival records covering the academic
terms between September, 1986-January, 1989. Methods
of the study are detailed below:
Site/Setting
The site for the research was a small private,
predominately Black undergraduate institution located
in a Southeastern community. This college was chosen
for its accessability and willingness to share its
archival records with the researcher. Additionally,
the site was selected because of its convenience and
comprehensive archival records. Permission was also
readily granted by college officials to utilize
documents containing the requisite data (Appendix
E) .
The urban environment in which the college is
located, affords students opportunities to
participate in numerous civic and cultural programs
and extra-curricular activities. The school is a co¬
educational, private, liberal arts college which was
51
founded in 1869. It has an enrollment of
approximately 2000 students. As stated in the college
catalog, the school has a diversified curriculum in
the humanities and social sciences, business
administration, mass communications, science, and
allied health. The offerings prepare students for
entry into graduate and professional schools, as well
as into various career options. Additionally, the
college was selected because it incorporates career
planning as one of its training missions.
Subject Pool/Sample
All subjects in the freshman class, as of
September, 1986 constituted the subject pool. This
subject pool included 325 females and 91 males (total
416). Relevant data were available for 231 students.
Thus, the sample consisted of those freshmen from the
pool who completed all of the required instruments and
surveys, and, therefore, had archival data on file.
Instrumentation
The instruments utilized for this study included
the Strona-Campbell Interest Inventory (SCII) Form
T325, 1985 and the Survey of Study Habits and
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Attitudes (SSHA) Form C, 1984.
The two instruments are described below:
The Strong Campbell Interest Inventory (SCII) is
designed to determine the extent to which a person's
interests correspond with those of others who are
already employed in a variety of occupations.
According to Barak (1977), the instrument is known for
moderate content validity (r=.37) and high reliability
(.80 to .90). The Strona-Campbell Interest Inventory
has 193 scoring scales (6 general occupational themes,
23 basic interest scales, 162 occupational scales, 2
special scales) and 26 administrative indexes. These
scales are then categorized into Holland's six general
occupational themes: realistic, investigative,
artistic, social, enterprising, and conventional
(Holland, 1985). The untimed, but generally 20 to 60
minute paper and pencil test, has 325 questions which
must be machine scored (Appendices A and B).
The Survey of Study Habits and Attitudes (SSHA)
was designed by W. F. Brown and W. H. Holtzman (1953)
to identify college-aged students' habits and
attitudes which may affect their performance on a
variety of educational options in preparation for a
career. It is used to support the diagnosis and
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treatment of academic frustrations and to contribute
to the understanding of the relation between study
habits and not only the academic performance of, but
the personal characteristics of underachievers and
nonachievers (Zimmerman, et. al. 1977 and Robyak and
Downey, 1978).
The Survey of Study Habits and Attitudes is also
used by counselors to assess students' motivation to
study, as well as attitudes toward the school
environment, teachers, instruction, and activities
related to academic achievement.
The paper and pencil instrument has 100 items and
provides 7 scores: study habits- Delay Avoidance(DA),
Work Methods (WM), a total, study attitudes-Teacher
Approval (TA), Education Acceptance (EA), a total, and
an overall grand total. (Appendix B and C).
Archival Records
Although not technically an instrument, archival
records from the Office of the Registrar were used to
determine students' majors/careers, and cumulative
grade point averages (G.P.A.'s). For the purposes of
this study, a high grade point average was a
cumulative G.P.A. of 3.0-4.0. A medium grade point
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average was a cumulative G.P.A. of 2.0-2.99. A low
grade point average was a cumulative G.P.A. of 0-1.9.
Students were considered to have successful academic
performance if they earned a 2.0 cumulative average or
above by January, 1989.
In addition, demographic information on
geographical background sex, age and classification
was obtained from the students' applications for
admission (Appendix D).
Procedure
The following procedures were used to obtain
the data for this research study:
Procedure 1 Permission was obtained from the
Director of Student Assessment and
the Director of the Registrar for
utilizing archival records (see
Appendix E).
Procedure 2 Data from the Strona-Campbell
Interest Inventory (SCII) and the
Survey of Study Habits and Attitudes
were collected from the Office of
Student Assessment and the Office of





Data were obtained from the Office of
the Registrar for determining
expressed major/careers as of
September, 1986 and cumulative grade
point averages as of January, 1989.
Data were analyzed using measures of
central tendency. Correlation,
Stepwise Multiple Regression, and t
Test analyses.
Procedure 5 Research Period Terminated.
Table 1
List of Research Procedures. Activities and
Instruments Utilized
Procedure Activity Instruments
Procedure 1 Gained Permission



































Data were collected by the author from the
archival records of the Office of Student Assessment
and the Office of the Registrar.
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Data Analyses
Data analyses included the utilization of
measures of central tendency, Correlation, Stepwise
Multiple Regression and t Test.
For the purposes of the study, when multiple
regression analyses were conducted, the Strong
Campbell Interest Inventory scores, the Survey of
Study Habits and Attitudes scores, and expressed
major/careers were the dependent variables- The
cumulative Grade Point Average scores were the
independent variables.
Human Subject Experimentation Contract
Because there was no human subject
experimentation, no contract was needed.
CHAPTER IV
Results
The results of this research study are presented
in three sections. Section I specifies all
demographic data obtained with regard to the research
sample. Section II includes the results of several
analyses of occupational information which supplement
the results of the hypotheses testing. Section III
corresponds with the acceptance or rejection of each
of the three research hypotheses. The three sections
are detailed below.
Section I: Demographic Profile
This Section describes demographic data for the
total and five subsamples. The subsamples are
presented by frequency analyses according to sex, age
and Grade Point Averages (G.P.A.s) by sex, age and
major choices.
Sex
As presented in Table 2, of 213 total subjects,
157 (or 74%) were female, while 56 (or 26%) were male
Therefore, the typical subject was female.
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Thus, there were 48% more females than males in
the sample.
Age
As shown in Table 3, of 213 total subjects, 2
(or 1%) were age 16, while 52 (or 24%) were 17 years
of age. One hundred and thirty-five (or 63%) were 18
years of age, 14 (or 7%) were 19 years old and 8 (or
4%) were 20 years old or older. Two (or 1%) of the













Therefore, the typical subject was 18 years of
age.
Grade Point Averages (G.P.A.s) of 2.00 or above bv Sex
and Age
As specified in Table 4 of 213 subjects, 121
(or 57%); that is 77% of the 157 females, earned
G.P.A.s of 2.00 or above. Thirty-three (or 15%) of
the group; that is, 59% of the 56 males, had a G.P.A.
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of 2.00 or above. Therefore, the majority of the
subjects with an earned G.P.A. of 2.00 or above was
female.
Of 213 subjects, two (or >1%) which represented
100% of the 16 year olds, earned G.P.A.s of 2.00 or
above. Thirty-four (or 16%), which represented 65% of
the fifty-two 17 year olds, earned G.P.A.s of 2.00 or
above. Ninety-eight (or 46%); that is, 73% of the one
hundred and thirty-five 18 year olds, had G.P.A.s of
2.00 or above. Of the fourteen 19 year olds in the
sample, 12 (or 6%), which represented 86% of the 19
year olds had G.P.A.s of 2.00 or above. Of the 8
subjects who were 20 years old or over, 6 (or 3%)
which represented 75% of the 20 years or older
subjects, earned G.P.A.s of 2.00 or above.
Table 4
Percent Distribution of Total Subjects (G.P.A=2.00 or
above) by Sex and Aae (N=154)
Age Male Female Total Percentage
16 0 2 2 100%
17 3 31 34 65%
table continued
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Age Male Female Total Percentage
18 17 81 98 73%
19 7 5 12 86%
20 6 0 6 75%
Unknown 0 2 2 100%
Grand Total 33 121 154 N/A
Therefore, the average subject with a G.P.A. of
2.00 or above was 18. The age within group, however,
more likely to have a G.P.A. of 2.00 or above, was the
16 year olds.
Grade Point Average (G.P.A.s of 2.00 and above) bv
Major Choice
Using major choices as criteria, 46 (or 21%)
subjects who were undecided students, obtained a
G.P.A. of 2.00 or above. This represented 70% of the
undecided students. Seventeen (or 7%) of the category
to include Allied Health 4%, Education (>1%), Social
Science(l%), Political Science (1%) History (>1%),
Social Welfare (0%) and Criminal Justice (0%) majors
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had G.P.A.s of 2.00 or above. This represented 55% of
these majors. These major categories corresponded
with Holland's Social occupational category.
Of the subjects who selected Business
Administration (11%) or Business Education (1%) the
Enterprising occupational category, 26 (or 12%) earned
G.P.As of 2.00 or above. This represented 55% of those
who chose these majors. Nineteen (or 9%) of the
subjects who selected Dual Degree, Biology,
Psychology, Chemistry or Computer Science as majors
(Investigative occupational category), earned 2.00
G.P.A.s or above. This represented 61% of
all subjects with these majors. Those who selected
English as a major, an example of the Conventional
occupational type, represented 3 (or >1%) of the
subjects who attained G.P.A.s of 2.00 or above. This
included 60% of all English majors.
Table 5
Grade Point Averages (2.00 and above) bv Manor Choice
(N=131)
Major Choice Male Female Total Percentage
64%
table continued
Allied Health 5 4 9
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Major Choice Male Female Total Percentage
Education 0 3
Social Science 0 1
Political Science 1 2
History 1 0
Criminal Justice 0 0
Social Welfare 0 0
Business Ed. 1 2
Business Ad. 5 18
English 0 3




Computer Science 0 1
Art 0 1
Music 1 1
Mass Comm. 4 10
Spanish 0 1
French 0 1














































Major Choice Male Female Total Percentage
Undecided 8 38 46 70%
Totals 30 101 131 N/A
Thus, the majority of the subjects with a G.P.A.
of 2.00 or above were more likely to be undecided on a
major within major subject, however, the subject with
a G.P.A. of 2.00 or above was more likely to be in the
Investigative occupational category. For example, the
subject was more likely to have a major in the Dual
Degree program or in Biology, Psychology, Chemistry,
or Computer Science.
Summary
Thus, the typical subject was female and 18 years
of age, regardless of G.P.A. The typical subject was
also more likely to be undecided in a major. The
majority (19) with 2.00 G.P.A.s, however, selected
majors in the Investigative occupational category of
the sen.
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Section II Occupational Information
This section describes occupational information
for the total sample. Specifically, Section II
presents the results of the expressed major
choices/occupational categories. Additionally, this
section describes the results of the occupational
classifications which correspond with various Strong
Campbell Interest Inventory responses. Lastly,
Section II presents the results of the Survey of Study
Habits and Attitudes which correspond with variables
associated with educational preparation for career
success.
Expressed Major Choice/Occupational Category
As specified in Table 6, of 213 total
subjects, 31 (or 15 %) chose Allied Health as an
expressed major. This major included such fields of
study as Medical Technology, Medical Illustration,
Medical Record Administration, Community Health
Administration, Physical Therapy, Respiratory Therapy,
or Dietetics. Also included in this category were
those who expressed majors in subjects such as
Education, Social Science, Political Science, History,
Criminal Justice, or Social Welfare.
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Forty-seven (or 22%) chose Business Education or
Business Administration to include Marketing, Finance,
or Economics. Five (or 2%) chose majors in English.
Thirty-one (or 14%) chose the Dual Degree major, which
includes Engineering and another science, i.e.. Math,
Biology, Physics or Chemistry, or Biology, Psychology,
Chemistry, Computer Science or Physics.
Thirty-five (or 16%) chose Mass Communication to
include Journalism, Broadcast Management, Media
Management, Public Relations, Speech Arts, Speech
Education, or Theatre and Film Arts. These figures
also represent those subjects who chose Music,
Spanish, French, Art, and Fashion Design.
Table 6
Percent Distribution of Total Subjects bv Expressed
Major Choice/Occupational Category (N=*215)
Expressed Major Number Percentage
(rounded)
Allied Health (1) 14 7%
Education (1) 5 2%
Social Science (1) 1 >1%
Political Science (1) 6 3%
table continued
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Expressed Major Number Percentage
(rounded)
History (1) 2 1%
Criminal Justice (1) 2 1%



































Expressed Major Number Percentage
(rounded)
French (5) 1 >1%
Fashion Design (5) 2 1%
Theater (5) 1 >1%
Sub Total 35 16%
Undecided (0) 66 31%
Sub Total 66 31%
GRAND TOTALS 215 100%
Key : l=Social, 2=Enterprise, 3=Conventional,
4=Investigative, 5=Artistic and 0=Undecided
* 2 persons had dual majors
Thus, sixty-six (31%) were undecided on a major
choice upon entering college. Therefore, the largest
group of subjects was undecided in their major choice.
Strong Campbell Interest Inventory (SCII) Occupational
Classifications
As shown in Table 7, of 221 (there were more
than 213 choices because of career choice ties for 8
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subjects) subject career choices, 24 (or 11%) chose
the occupational classifications in Holland's Social
component. This component, according to Holland,
typifies the individual who is sociable, responsible,
humanistic, and concerned for the welfare of others.
Twenty-eight (or 13%) chose careers in the
Enterprising component. These individuals are best
described as having great facility with words,
especially for selling, dominating, and leading .
Fifty-seven (or 26%) chose Conventional type careers,
which often have individuals who prefer highly ordered
settings and do not seelc leadership roles. Twenty-two
(or 10%) chose Realistic type careers, wherein the
labor force often consists of those who are rugged,
robust, practical and utilize physically strong
slcills. Twenty-seven (or 12%) chose occupations
represented in the Investigative component.
Investigative individuals are best described as
preferring scientific activities which require tas)c
orientation, problem resolution and not much person
contact. Fifty-five (or 24%) chose the Artistic
occupational category which describes those who desire






Distribution of Subiects bv Strona Campbell
Inventory (SCII) Occupational Classifications





• Investigative 27 12%
Artistic 55 24%
Tie Scores 8 4%
Totals 221 100%
Therefore, the majority of the subjects scored
highest on the Conventional component of the Strong
Campbell Interest Inventory of occupational
classifications.
Survey of Study Habits and Attitudes (SSHA)
Classifications
As presented in Table 8, of 215 (two subjects
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had tie scores for two categories) subjects who
completed the Survey of Study Habits and Attitudes. 16
(or 7%) scored highest in Delay Avoidance and 39 (or
18%) scored highest in Work Methods. Fifty-nine (or
27%) scored highest on Teacher Approval and 99 or 47%
scored highest in Educational Acceptance. Two
subjects (or <1%) had tie scores.
Table 8
Percent Distribution of Subjects bv Survey of Study
Habits and Attitudes (SSHA) Classifications (N=215)
Classifications Number Percentaaes
Delay Avoidance 16 7%
Work Methods 39 18%
Teacher Approval 59 27%
Educational Acceptance 99 47%
Tie Scores 2 <1%
Totals 215 100%
Thus the majority of the subjects scored highest
in the Educational Acceptance classification.
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Summary
Thus the typical subject was undecided in
his/her major. Fifty-seven students, the largest
number of students in an occupational category on the
Strong Campbell Interests Inventory, scored highest on
the Conventional component. Nearly half of all of the
students (101) scored highest in the Educational
Acceptance component of the Survey of Study Habits and
Attitudes.
Section III:
Results of Analyses of Data for Research Hypotheses
There were three research hypotheses. Results are
presented below:
Hypothesis 1
Hypothesis 1 stated that no statistically
significant difference in academic performance would
be found between students with expressed major/career
choices which are consistent with SCII scores and
students with expressed major/career choices which are
inconsistent with their SCII scores.
An initial comparison of the students with
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consistent scores and those with inconsistent scores,
prior to the addition of G.P.A. as a variable, found
that (81) had inconsistent scores and 67 had
consistent scores. As reported in Table 9, the
occupational group most likely to have consistent
scores was the Artistic type; the occupational group
most inconsistent was the Enterprising group.
Table 9
A t-Test Comparison And Frequency Distribution
of Consistent and Inconsistent Students
Sample 1 Consistent (Ns=67) Sample 2 Inconsistent (N=81)
MA = 1 (Social) N ss 11 MA = 1 N = 20
MA = 2 (Enterprising) N s 16 MA = 2 N = 31
MA = 3 (Conventional) N = 1 MA = 3 N = 4
MA = 4 (Investigative) N 16 MA = 4 N = 14
MA = 5 (Artistic) N = 23 MA = 5 N = 12
MA = 6 (Realistic) N = 0 MA = 6 N = 0
Totals 67 81
S.D.=8 .142 S.D.=10. 060
t = -. 484 * p = .322, one- tailed. ** p = .644 , two-
tailed.
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Eleven students had majors which were consistent
with the Social occupational category; 16 students
had majors which were consistent with the Enterprising
occupational category. One student had a major
consistent with the Conventional category, 16 with a
major consistent with the Investigative category,
and 23 which were consistent with the Artistic
category.
Of those students who were inconsistent, 20 had
majors which were in the Social category, 31 had
inconsistent scores in the Enterprising occupational
category and 4 had inconsistent scores in the
Conventional occupational category. Fourteen students
in the Investigative category had inconsistent scores,
while 12 students who were in the Artistic category,
were inconsistent in their expressed/inventoried
responses.
Of those students with majors which were
consistent with their SCII responses most (23) were in
the Artistic category. The majority of those with
inconsistent scores were in the Enterprising category
(31). None chose majors in the Realistic category.
To determine whether the G.P.A.s of the students
with inconsistent and consistent scores were
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significantly different, using subsets of expressed/
inventoried responses, the following analyses were
performed.
Students in the Artistic category who had
expressed major/inventoried scores that were
consistent and those whose scores were inconsistent
had statistically significant different G.P.As as
indicated on Table 10.
Table 10
A Comparison of the Scores and G.P.A.s of Students
with Consistent and Inconsistent Major Expressed/
Inventoried Responses (Artistic)
1 Number A>50+ GPA(Ns23) ID Number A<50 GPA(N=12)
14 56 2.93 3 45 2.70
25 64 2.13 36 48 1.17
42 55 1.94 40 33 2.52
47 59 2.40 103 43 1.40
52 55 2.39 104 37 2.15
59 64 3.26 110 46 2.10
67 57 2.64 121 48 2.10
79 56 2.71 172 45 1.40





ID Number A>50+ GPA ID Nxunber A<50 GPA
91 59 2.81 196 38 1.99
93 50 2.22 201 49 1.86












Sample 1 Sample 2 t
N = 23 N = 12
Mean = 54.826 (A>50) Mean
S.D. = 8.026 S.D.
*£= <.001, one-tailed. *
Mean = 2.673 (GPA) Mean
S.D. = .446 S.D.
*p= <.001, one-tailed. *







As noted on Table 10, 23 students in the
Artistic category had consistent major expressed/
inventoried scores. Of these, the average Artistic
score was 54.826. Twelve students in the Artistic
category had inconsistent scores. Of these, the
average score was 43.417. A t-Test analysis revealed
a difference in the two groups (t=4.432, *p=<.01,
df=33).
To determine if there were significant
differences between the G.P.A.s of the two groups, a
second t-Test was conducted. The results revealed
that the average G.P.A. for the 23 students in the
Artistic group who had consistent major expressed/
inventoried scores was 2.673. Of the 12 who had
inconsistent scores, the mean G.P.A. was 2.047. The
t-Test analysis revealed t= 3.437, *p= <.001, one-
tailed, **p= <.01, two-tailed, df=33. Thus, there was
significant difference between the two groups.
Table 11 showed that one student had a
consistent expressed/inventoried score in the
Conventional category. The Conventional score was 53,
with a G.P.A. of 3.22. Of those with inconsistent
expressed/inventoried scores in the Conventional




A Comparison of Scores and G.P.A.s of Consistent and
Inconsistent Expressed/Inventoried Responses
(Conventional)
ID Number R> 50+ GPA(N>1) ID Number R<50 GPA(N«4)




As indicated in Table 12, of the 16 who had
consistent expressed/inventoried scores in the
Investigative type, the mean score was 57.250, while
the mean of the 14 students with inconsistent scores
was 40.786. A t-Test resulted in t= 7.109, *p,= <.001,
one and two-tailed, df= 28. Therefore, there was a
significant statistical difference between the
Investigative scores of the two groups.
To further determine if the difference in scores
in the G.P.A.s of the two groups was significant, a t-
Test was conducted. Results of the G.P.A. differences
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are presented on Table 12.
Table 12
A Comparison of Scores and G.P.A.s of Consistent/
Inconsistent Expressed/Inventoried Responses
(Investigative)
ID Number I>50 GPA(N=16) ID Number I<50 GPA(N«14)
6 58 2.71 2 35 1.96
13 51 2.83 20 42 2.80
23 51 3.06 22 43 2.31
31 56 1.36 56 46 2.38
35 53 2.37 60 48 2.46
53 60 2.77 63 47 2.26
64 51 3.63 92 40 1.94
65 52 2.03 94 30 1.39
87 58 3.30 135 44 3.70
107 55 2.73 139 28 2.26
108 56 2.00 178 46 1.46
129 60 3.15 183 43 1.71
145 65 2.08 192 37 3.26





ID Number I>50 GPA ID Number I<50 GPA
Sample 1 Sample 2 t df
Sample 1 Sample 2 t df
N = 16 N = 14
Mean = 57.250 (I>50+ Mean = 40.786 (<50) 7.109, df= 28
S.D. = 6.455 S.D. 6.179
*£ = <.001, two-tailed.
Mean = 2.607 (GPA) Mean = 2.256 (GPA) 1.536, df= 28
S.D. = .592 S.D. = .658
* £ = .066, one-tailed. ^ = .132, two-tailed.
As noted in Table 12, the mean G.P.A. of the 16
students with consistent expressed/inventoried scores
in the Investigative category was 2.607. The mean
G.P.A. of the 14 students with inconsistent scores was
2.256. A t-Test analysis of the two groups revealed
that the difference was statistically significant
(t=1.536; * p=.066, one-tailed. ** £=.132, two-tailed.
To determine if the Enterprising type students,
who had consistent inventoried scores, had higher
G.P.A.s than those who had inconsistent scores, the
following two t-Test analyses were conducted. The
first t-Test analysis determined if there was a
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significant difference in the number of consistent and
inconsistent Enterprising type students. Results are
presented in Table 13.
Table 13
A Comparison of Scores and G.P.A.s of Consistent/
Inconsistent Expressed/Inventoried Responses
(Enterprising)
1 Number E>50+ 6PA(N»16) ID Number E<50 GPA(Ns
1 56 2.27 4 41 1.58
52 2.35 45 3.00
43 52 2.44 45 2.22
54 50 1.46 45 2.92
58 3.36 44 1.67
74 66 3.51 46 40 2.91
76 52 1.27 48 36 2.34
80 61 3.32 50 48 2.95
99 65 2.52 58 41 3.21
164 54 2.40 61 47 .52
169 76 2.35 62 30 2.41
174 51 1.74 68 37 2.72
182 50 1.98 70 43 2.75
table continued
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ID Number E>50+ GPA ID Number E<50 GPA
194 52 3.48 77 29 2.23
206 72 4.00 83 41 1.57
















Sample 1 Sample 2
N = 16 N = 31 t




ID Number E>50+ GPA ID Number E<50 GPA
S.D.= 8.093 S.D.= 6.024
*E= <.001, one-tailed. <.001 two-tailed.
Mean = 2.575 (GPA) Mean 2.295 (GPA) 1.279
Df=45
S.D. = .782 S.D. = .672
*£= .102, one-tailed. **2= .204, two-tailed.
As indicated in Table 13, there is a difference
in the mean scores of Enterprising types who have
Enterprising scores higher than 50 and those who do
not have scores higher than 50 (t=9.055), *2=<.001,
one-tailed; **£=.001 two-tailed).
To further determine if the difference in the
G.P.A.s of the inconsistent versus consistent
Enterprising types was significant, a second t-Test
analysis was conducted. Results in Table 13
revealed that the mean G.P.A. for 16 students in the
Enterprising group who had consistent expressed/
inventoried scores was 2.575. The mean G.P.A. for 31
students in the Enterprising group who were
inconsistent in their expressed major/inventoried
scores was 2.295. The t-Tests revealed, however,
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that no statistical difference existed between the
G.P.A.s of the two groups (t=l.279,*£=.102, one-
tailed, **£=.204 two-tailed).
Table 14, reveals the results of two t-Test
analyses which compared the frequency and G.P.A.
difference of consistent/inconsistent Social types.
Table 14
A Comparison of Scores and G.P.A.s of Consistent/
Inconsistent Expressed/Inventoried Responses (Social)
ID Number S>50-t- GPA{N=11) ID Number S<50 GPA(N=20)
5 50 1.83 15 26 1.87
66 57 1.90 26 41 1.17
86 63 3.12 41 41 2.47
106 52 1.73 44 30 2.96
127 59 2.16 45 38 1.96
130 53 2.36 69 41 2.90
151 58 2.07 72 48 3.02
177 53 2.65 117 46 1.62
189 54 3.06 119 35 2.28
191 74 2.05 122 37 3.35













Sample 1 Sample 2 t=7.699 DF
N = 11 N = 20 29
Mean = 57.091 (SO) Mean = 39.300 (SO)
S.D = 6.700 S.D. = 5.850
= .001, two-tailed
Mean = 2.319 (G.P.A.) Mean = 2.247 (G.P.A.) . 329
S.D = .479 S.D. .638 t=.329
* E. = .372, one-tailed; ** E = .744, two-tailed
Thus, there was a difference in numbers of
students with Social scores who had consistent
expressed/inventoried scores and those who had scores
which were inconsistent. The mean Social score for
consistent responses was 57; the mean score was 37 for
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inconsistent responses (t = 7.699,*p = <.001;DF = 29).
The mean G.P.A. for Social types who had
consistent expressed/inventoried scores was 2.319.
The mean score for those with inconsistent scores was
2.247. The t-Test analysis, however, revealed that
the difference in the G.P.A.s of those in the Social
category with consistent and inconsistent scores was
not significant (t = .329, **£ = .744, two-tailed).
Summary
Thus, though there was a difference in G.P.A.
between those with Social and Enterprising scores
higher than 50 and those with Social scores below 50,.
the difference was not significant. Therefore, the
hypothesis was not rejected because the G.P.A.s were
not statistically different.
Hypothesis 2
Hypothesis 2 stated that no statistically
significant difference in academic performance would
be found between students who were undecided in their
major/career choices and have high scores on the
Survey of Study Habits and Attitudes (SSHA) and
those who have low SSHA scores.
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The following descriptive statistics, including a
t-Test analysis (Table 15) provide the data for the
results:
Table 15
A Comparison of G.P.A.s of Undecided Students
with High and Low Survey of Study Habits and Attitudes
Scores
ID Number SO>98 GPA(N=31) ID Number SO<98 6PA(N=23)
7 150 2.00 8 68 2.00
21 137 2.22 9 53 1.97
28 147 2.00 24 63 3.45
30 135 2.25 32 97 1.45
34 124 2.00 33 83 2.00
38 98 .50 51 65 1.10
55 120 3.10 73 96 1.19
57 154 2.11 81 91 2.00
71 103 1.76 82 82 2.00
78 114 2.52 84 90 2.35
89 172 2.00 95 82 2.00
100 107 2.03 97 79 2.43
102 113 3.50 98 43 2.00





ID Number SO >98 GPA ID Number SO <98 GPA
120 108 2.00 125 72 2.23
123 116 2.77 126 68 1.40
133 120 2.00 138 57 2.00
136 105 2.00 141 85 1.27
137 106 2.00 142 77 2.00
140 147 2.00 143 95 2.00
146 123 2.16 180 90 1.60
147 120 2.00 188 75 .20
154 141 1.73 207 92 2.00
155 150 2.00 156 125 2.00
176 132 2.00 187 136 .60
198 174 2.31 200 124 2.00
202 109 2.44 205 113 2.07
Sample 1 Sample 2
N = 31 N = 23 t DF
Mean=126. 806 (SO>98) Mean=78 .087 (SO<98) 9.840 52
S.D. = 19 .951 S.D 14.909
*p= <.001 , one-tailed; **p=< .001, two-tailed.
Mean = 2. 067 (GPA) Mean = 1 .799 (G.P.A.) 1.648 52
S.D. = 547 S.D. * .647
= .051, one-tailed; **e, = -102, two-tailed.
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Of 213 students, 31 were undecided on their
majors and also had Study Habits and Attitudes Survey
scores over 98 (the criterion cutoff for high scores).
The mean score was 126.81 with a range of 98-174. Of
213 students, 23 students were undecided who had
Survey of Study Habits and Attitudes scores below 98.
The mean score was 78 with a range of 53-97.
When comparing the G.P.A.s of the two groups, 1)
Undecided/High SSHA scores and 2) Undecided/Low SSHA
scores, the average GPA of Group 1 was 2.067 with a
range of .6-3.50. The average score of Group 2 was
1.799 (range .2-3.45). The t-Test analysis (A)
between Group 1 and Group 2 revealed that there is a
statistical significant difference between the mean
scores of the SSHA Study Orientation scores greater
than 98 and those with SSHA Study Orientation scores
below 98 (t=9.840; <.001, one and two-tailed;
df=52).
The t-Test analysis (B) between Group 1 and Group
2 revealed that there is, however, no statistical
significant difference in their mean GPA's regardless
of Study Orientation (SO) score (t= 1.648, *p=.051,
one-tailed; **p.l02=two-tailed; df= 52).
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Summary
Therefore, Hypothesis 2, that there would be no
difference in academic performance found between
students who are undecided in their major/career
choices and have high scores on the Survey of Study
Habits and Attitudes and students who are undecided in
their major choices and have low SSHA scores is
accepted.
Hypothesis 3
Hypothesis 3 stated that the Subtests of the
Strong Campbell Interest Inventory would predict
higher G.P.A.s than the Survey of Study Habits and
Attitudes. regardless of major/SCII consistency.
The following Correlation Summary (Table 16)
provides the data for partial results.
Table 16
Correlation Summary Table of SCII and SSHA Subtests
Subtests Correlation Significance Level
S and E .7596 (.001)
S and C .6011 (.001)
table continued
92
Subtests Correlation Significance Level
S and A .2010 ( .01)
E and C .6845 {.001)
E and R .1984 (.01)
E and I .2650 (.001)
E and A .3515 (.001)
E and GPA .2040 (.01)
C and I .1990 (.01)
C and GPA .1843 (.01)
R and I .7291 (.001)
R and A .5671 (.001)
I and A .7232 (.001)
SO and GPA .2656 (.001)
Thus, of all of the variables in the matrix, the
only ones significantly correlated with GPA were
Enterprising (E), Conventional (C) and Study
Orientation (SO). None of the other variables
correlated with G.P.A.
Additionally, a Stepwise Multiple Regression was
conducted between all possible subtests and G.P.A.
The results are presented in Table 17.
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Table 17
Stepwise Multiple Regression Summary Table Of SCII and
SSHA Subtests and G.P.A.
Multiple R R Square F(Eqn) Variable Retain
Stepl .2629 .0691 13.816 SH .2629
Step2 .3593 .1291 13.714 MA .2451
Step3 .4093 .1675 12.341 E .1962
.001
The dependent variables (SCII subtests) included
Sex, Major (MA) and Social (S), Enterprising (E),
Conventional (C), Realistic (R), Investigative (I),
and Artistic (A). The dependent variables (SSHA
subtests) included Delay Avoidance (DA), Work Methods
(WM), Teacher Approval (TA), Educational Acceptance
(EA), Study Habits (SH), Study Attitudes (SA) and
Study Orientation (SO). In order of significance,
Study Habits (multiple r = .2629), Major (MA)
(multiple r = .3593) and Enterprising (E) multiple r =
.1962) contributed the most in predicting GPA's of
2.00 or above.
Although Enterprising, Conventional, and
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Study Orientation were correlated with G.P.A. (Table
16), the top 3 predictors of G.P.A. were
Enterprising (E), one of the SCII subtests, Study
Habits (SH), a component of the SSHA, and Majors (MA).
Of these, the Enterprising (E) category of the SCII
had a higher Multiple r (.4093) than the Study Habits
(SH) component of the SSHA (multiple r=.2629).
As a consequence. Hypothesis 3, that the SCII
will predict higher G.P.A.s than SSHA regardless of
the consistency/inconsistency of the expressed
major/inventoried response was accepted.
Summary
This chapter presented the results of demographic
data, including sex, age, occupational (major)
choices. Strong Campbell Interest Inventory and Survey
of Study Habits and Attitudes. Demographic data were
analyzed using the descriptive statistics, numbers,
percents, means, ranges and rank order.
Further analyses of the data were conducted
utilizing t-Tests, Pearson's Correlation, Multiple
Correlation, and Multiple Regression. Hypothesis 1,
that no statistically significant difference in
academic performance would be found between students
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with expressed major/career choices which are
consistent with SCII scores, and students with
expressed roajor/career choices which are inconsistent
with their SCII scores was accepted for Enterprising
(*p= .102, one tailed). It was also accepted for the
Social types {*£= .72,one-tailed). It was rejected,
however, for Artistic types (*p= <.001, one-tailed)
and Investigative types(*p= <.001, one and two-
tailed) .
Hypothesis 2 which stated that no statistically
significant difference in academic performance would
be found between students who were undecided in their
major/career choices and have high scores on the
Survey of Study Habits and Attitudes (SSHA) and
students who have low scores was not rejected.
Hypothesis 3, that the Subtests of the Strong
Campbell Interest Inventory would predict higher
G.P.A.s than the Survey of Study Habits and Attitudes,





The purpose of this study was to measure selected
non-cognitive predictors of academic performance to
assess the feasibility of their use for developing a
counseling model. The model may guide students in
their efforts to achieve both academic and career
goals.
The study compared the differences and
. relationships between major/career choice
consistency/inconsistency and study habits as
predictors of academic performance. Results of the
study are discussed below.
A demographic analyses revealed that the majority
of the subjects were female. More than half were 18
years of age. The largest group of subjects was
undecided in their major/occupational choices.
In analyzing the Strong Campbell Interest
Inventory (SCII) responses, the largest occupational
area regardless of grade point average was the
Conventional category . Those in the Conventional
type usually prefer occupations which are highly
structured. Examples would include positions, often
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found in large organizations, with clearly defined
tasks and responsibilties. Additionally, the
Conventional types usually avoid leadership
opportunities, though they enjoy material gains.
English majors are example of Holland's Conventional
type.
According to the subtests of the SSHA, the
majority of subjects, regardless of grade point
average, scored highest in Educational Acceptance.
This area reflects those who have an appreciation for
educational objectives, practices and requirements.
The average subject with a G.P.A. of 2.00 or
above was 18 and female. This was expected because
the majority of subjects were 18 years of age and
female. The fact that more females had higher G.P.As,
may also be explained by the research findings of
Ponterotto, Anderson and Greiger, (1985) which
found that Black females prefer counseling more than
Black males. It may be that in the present study,
where most of the subjects were Black females, that
they utilized counseling more than the males when
they experienced difficulties. Within age groups,
however, the average age was 16 years old.
The majority of subjects in the G.P.A. group of 2.00
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or above were also more likely to be undecided in
their major choice. This is congruent with Brown and
Carney (1981) and Brown and Strange (1981) who found
that those who are both decided on a major, and
therefore a career choice, experience less anxiety.
Consequently, they adapt to school more readily than
the undecided student.
Indecision is also frequently cited as one of the
reasons for attrition, particularly for minorities
attending predominatly majority schools (Fleming,
1984; Rugg, 1982; Suen, 1983). Further, indecision
has been cited for attrition rates for Whites in
majority schools (Astin, 1985). It may be that there
are group differences; that is, that many of the
minority students in the present sample are accustomed
to being exposed to new options, and therefore find
being indecisive less anxiety provoking. Even so,
this may only be evident for minority students
attending predominantly minority schools, as was the
case in this study.
Secondly, Black students in Black institutions,
whether they are undecided or not, do not have to
worry about not achieving feelings of belonging.
Thus, their self esteem may be higher than it would be
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in White institutions, where most previous studies
have been conducted. Black students' perceptions of
themselves and their degree of adjustment influence
their success (Bayer, 1972, Gruber, 1980, Tracy and
Sedlacek, 1985,). Additionally, according to Gibbs
(1974), Blacks in predominately Black institutions do
not have to spend study time coping with cultural
bias because they are in an environment representative
of their own culture. That was true of students in
this study.
Further, according to Allen, Bobo and Fleur,
(1984), Smith, (1980) and Willie, (1971), Blacks have
more role models in Black institutions who have higher
academic expectations of them. The identification
with these role models enhances their learning.
Conversely, lack of such role models in other
environments often reduces their opportunities for
learning.
Blacks who attend Black institutions obtain more
help from instructors when seeking information on
their progress and answers to their questions
(Fleming, 1984). Thus, the undecided Black student
would benefit from these offerings.
Lastly, another reason for finding different
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results from other studies may be that the archival
data were obtained from major choices which were
expressed during the first week of the freshman
experience. During the early period of the first
semester, little time is available for exploring the
different major/career options.
One can further conclude that the undecided
student with averages less than 2.00 are prone to
higher attrition rates. Elton (1967) noted that the
indecisive student had less ability and most often
were found in the Humanities and Arts (the Artistic
types). The Artistic type often prefer working in
environments which afford self expression and
opportunity to work alone. They are usually creative
and enjoy careers where they can excercise a large
degree of independence. Example of majors which
correspond to the Artistic catergory include Mass
Communication, Speech, Art, Theatre and Film Arts,
Music, Foreign Language and Fashion Design.
According to results of the SCII, within major
subject groups, however, the subjects with 2.00
averages or above were more likely to be the
Investigative types. These types enjoy careers in the
sciences and are very task oriented. Additionally,
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they view themselves as problem solvers. Examples of
majors that are representative of the Investigative
category include Engineering, Math, Biology, Physics,
Psychology, Chemistry, and Computer Science. These
findings are congruent with those of Wiley and Magoon
(1982) who found that persistency and achievement are
related to consistency in major/career selection,
particularly for the Investigative types, but not for
graduate students. Investigative types, unlike the
present study, that the Social types with consistency
in major/career selection were likely to have high
academic achievement. The Social types are usually
ones who are people oriented and care for the welfare
of others. Social types express themselves well and
are usually good leaders. It may be that because of
the students' interest in socializing their scores
were lower in this study! Majors representative of
this category include Education, Social Science,
Political Science, History, Criminal Justice, and
Social Welfare.
Bruch and Krieshok (1981) also found
Investigative types to have higher academic aptitude.
Further, Barren, Kass and Tinsley, (1979) noted the
Investigative types scored highest in rational
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decision making. Because other studies (Barak and
Rabbi, 1982) found that the Artistic types, who are
consistent in their major/career selections, are
likely to have high academic achievement, it appears
that results of the present study are supportive.
More students had majors which were inconsistent
with their SCII responses. Those with majors which
were consistent with their SCII responses, regardless
of grade point averages, were most likely to be in the
Artistic or Investigative categories. The majority
with inconsistent scores were in the Enterprising
category. The Enterprising type enjoys careers which
entail selling and have opportunity for assuming
leadership. This type also likes power and material
gains. Examples of majors which are representative of
this type include Business Administration and Business
Education.
None chose majors which could be associated with
the Realistic category. Examples of majors of this
type would include Agriculture or Forestry. Barren,
Kass and Tinsley, (1979) concluded that the Realistic
group scored lowest on rational decision making
regardless of major/career choices.
Therefore, the first hypothesis that no
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statistically significant difference in academic
performance would be found between students with
expressed major/career choices which were consistent
with SCI! scores and those with inconsistent
scores was rejected for Artistic and Investigative
Types. The hypothesis was accepted, however, for
Enterprising and Social types. Thus, those with
consistent expressed major/career choices which were
consistent with their SCII scores, that were
Enterprising or Social types, did no better
academically than those who were Enterprising
or Social types who had inconsistent scores.
The students who were Artistic or Investigative
types, however, had higher G.P.A.s, if their scores
were consistent, than those in the Artistic or
Investigative types whose scores were inconsistent.
These differences by group may have resulted from the
fact that the largest number of students were in the
Enterprising or Social type categories.
The fact that Investigative and Artistic types
are more likely to have natural ability in their
fields, i.e. math ability for those in the science
majors of the Investigative category, may have made
the difference. The Artistic types may also have more
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innate creativity. Conversely, success in the
Enterprising and Social type majors requires more
diverse skills.
Hypothesis 2 was not rejected. It stated that no
statistically significant difference in academic
preformance would be found between students who are
undecided in their major/career choices and have high
scores on the Survey of Study Habits and Attitudes
(SSHA) and students who have low SSHA scores.
Those that had higher SSHA scores had higher G.P.A.s,
even though they were undecided in their majors, but
the difference was not statistically significant.
These findings contradict those of Brown and Holtzman
(1966, 1967); that is that there is only a moderate
correlation between SSHA and G.P.A. There may be many
reasons why there was no difference between groups,
regardless of SSHA scores. According to Zimmerman,
et. al., (1977) and Jenkins, (1964), the SSHA is more
predictive for White males and females and Black
males. In the present study, the typical subject was
Black and female.
Hypotheses 3, that the subtests of the Strong
Campbell Interest Inventory will predict higher
G.P.A.s than the Survey of Study Habits and Attitudes.
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regardless of major/ SCII consistency was not
rejected. These findings were consistent with those
of Brown and Holtzman (1966), Mitchell (1985) and
Hansen (1984) who found that correlations were higher
between SCII and G.P.A. and only moderate between SSHA
and G.P.A.
Implications for Counseling
The implications for counseling are numerous and
varied according to program emphases. For instance,
counselors could improve their program offerings by
developing a model which focuses on clarifying career
goals and improving study habits, particularly for
those with less than 2.00 averages. The model would
serve students best, according to the results of this
study, if it contained the following components:
1. Individual and/or group counseling sessions
for the undecided students, particularly with
G.P.A.s less than 2.00, which encourage
career/major exploration. Through the
exploration, students should be better able
to have the knowledge of career/major options
which are available at the college.
Subsequently, they should have more time to
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focus on their subject areas to increase
their G.P.A.s rather than spending valuable
time undecided.
This phase of the model can only be
introduced after the G.P.A.s are available
(after at least one semester of the college
experience). A pre-model career exploration
however, can be introduced for those who are
undecided, regardless of G.P.As. This phase
can occur immediately following the freshmen
registration period at the beginning of the
first semester. For all undecided students,
the career exploration could include exposure
to career interest batteries. Examples of
career interest tests include the Strona-
Camobell Interest Inventory (Strong and
Campbell, 1983) , the Ruder Preference Record
Vocational Form CP (Ruder, 1976), and the
Self Directed Search (Holland, 1985).
A second phase of the model for the undecided
student could include test interpretation for
each student through one-on-one counseling
interviews. Following test interpretation.
the students can be encouraged to research
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their inventoried career choices using
resources such as the Encyclopedia of Careers
(Hopke, 1981), the Dictionary of Occupational
Titles (U.S. Department of Labor, 1986),
and the Occupational Outlook Handbook (U.S.
Department of Labor, 1988). These
searches might better enable the student to
obtain knowledge of specific careers. This
knowledge might include awareness of job
environments, working conditions, employment
outlook salary projections and prerequisites
for skill attainment and/or credentialing.
These searches may also assist the student
in identifying additional resources for
career related information.
Following the above steps, a third phase of
the model for those who are undecided in
their career/major objectives, might include
encouraging the undecided students to
interview someone already in their
inventoried field(s). This might afford
validation of knowledge acquired through the
previous career searches. Questions can be
asked by the student as a prospective
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employee which may otherwise go unanswered.
A final aspect of career exploration in this
phase of the model might be to provide
assistance to the student in ultimately
selecting the most appropriate college major
and, if indicated, a post graduate or
professional school for attaining the
determined career goal. This might entail
going through all of the associated majors
available in the current college/university
catalog and through graduate and professional
school resources such as the Peterson's Annual
Guides to Undergraduate and Graduate Study
(Hegener, 1989).
2. Survey of Study Habits and Attitudes testing
should be included in the model to identify
those with SSHA scores less than 98, so that
they could receive tutorial assistance on
improving their study habits.
Also during this phase, students can receive
specific individual or group counseling on
the subtest areas in which low scores were
obtained. For instance, students could
receive individual or group training on
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improving work methods (WM), how to avoid
delay or procrastination (DA), improve study
habits (SH) or study attitudes (SA).
During this phase, students with low scores
in teacher approval (TA) or educational
acceptance (EA) could receive one-on-one or
group counseling regarding values
clarification. Finally, this phase could
encourage the selected students to acquire an
overall study orientation (SO). This could
be accomplished through individual or group
counseling or seminar training on all of the
previous study habits and attitudes offering.
Specifically, the delay avoidance (DA)
counseling and/or training could have as
objectives, to increase the extent to which
the student is prompt in completing
assignments, no longer procrastinates and
avoids unnecessary delay and distractions.
These objectives can be derived directly from
the Survey of Study Habits and Attitudes
category assessing these dimensions. Other
objectives which can be obtained from the
Survey might include training and/or
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counseling on work methods (WM) to include
how to use effective study procedures, become
more efficient in completing assignments and
specific training on developing study skills.
To improve the educational acceptance (EA) of
these students, the individual or group
counseling could include decision-making
strategies for choosing educational
objectives, practices and requirements which
are congruent with the students major/career
goals. For improving teacher acceptance
(TA), counseling objectives might include
assisting the students in formulating
positive opinions of teachers in order
to take full advantage of their educational
experiences. The formulation of new opinions
and attitudes might include assisting the
students in developing positive acceptance of
various teacher behaviors and various
instructional styles which are utilized by
instructors to meet overall educational
objectives.
3. Individual and group counseling sessions for
those students whose expressed career/major
Ill
choices are not consistent with their Strona-
Campbell Interest Inventory.
Many students may make expressed career/major
choices prior to thouroughly understanding
the selected career. During these instances,
the counselor can expose the students to a
variety of career resources. The additional
career exploration may arm the student with
the added knowledge to make more realistic
goals which simultaneously are congruent
with their inventoried career interests.
4. Greater utilization of the Strona-Campbell
Interest Inventory as a vehicle for
identifying high risk students, if a choice
must be made between purchasing the Strona-
Campbell Interest Inventory or the Survey of
Study Habits and Attitudes. The Strona-
Campbell Interest Inventory. for the sample
of students in this study, had greater
predictability of higher grade point
averages.
Thus, though the majority of undecided students
in this study performed academically well, it appears
that it is more important for students to have a clear
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understanding of their major/career goals than to have
good study skills. Those with high study skills did
not perforin academically as well as those who had
clear major/career goals. This is particularly true
of those who were inventoried as having major/ career
interests in the Enterprising and Conventional
categories. Differences in results when compared with
those of previous research may stem from moderator
variables. For example, the present study had a
predominately Black population of students
who were matriculating in a predominantly Black
institution. Most of the previous studies were of
students, both Black and White who were matriculating
in large predominately White institutions. Further,
the present sample consisted of more females than
males.
Implications for Future Research
Based on the results of this study, future
research might include a larger sample size which
includes more males. The sample might also include
representatives from other geographical regions.
Additionally, future research could focus on
evaluating the four components introduced in the model
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proposed above. The study could, therefore, ascertain
to what extent student attrition was reduced if any,
and therefore, grade point averages were increased.
Information from additional research on the above
dimensions, could have wide-range generalizability if
it supports the findings of this study and a model
which assists students with low G.P.A.s. Research
will also be of additional value, if it is found to
aid the student with unclear major/career goals.
Summary
This study supports previous research that
suggests that many non-cognitive, non-traditionsl
variables predict performance (Lyle and Dees, 1989,
1988; Dees and Lyle, 1989, 1988; Lyle, 1985, 1981; and
Owens, 1976). Some of these variables, such as
major/career goal counseling for students with low
G.P.A.s may be useful as components of selected
counseling and training models. Therefore, the
author's study has possibly made a major contribution
to not only the counseling field, but to the entire
academic community.
Implications of the findings are that counselors
may assist those who have G.P.A.s less than a 2.00,
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through exploration of major and career options. This
can be achieved through individual and group
counseling sessions which use as their bases
interpretations obtained from instruments such as the
Strong Campbell Interest Inventory. which is designed
to determine one's interest similarities in several
careers.
Counselors may also assist the undecided
student, with less than 2.00 G.P.A.s, by assigning
materials and papers related to subject area careers.
This is particularly important for those students with
G.P.A.s lower than 2.00. As Kimes and Troth (1974)
found for these students, as indecision rises,
anxiety increases and academic performance is
frequently negatively effected.
Lastly, it appears that minorities in
predominately minority institutions, in many
instances, achieve academically more than expected.
This may occur because they feel comfortable in taking
advantage of the available counseling and other
support systems. Consequently, non-cognitive
variables, such as consistency in major/career
choices, which may be clarified through the support
services, are more likely to be predictive of academic
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Merged Form of the
Strong Vocational Interest Blank
EDWARD K.STRONG.JR. 1884-1963 DAVID P.CAMPBELL
This inventory is used to help you understand your work interests in a general
way, and to show you some kinds of work youmight be comfortable in. The
following pages listmany jobs, activities, school subjects, and so forth, and
you are asked to show your liking or disliking for each. Your answers will be
comparedwith the answers given by people already working in awde range
of jobs, and your scores will show how similar your interests are to the interests
of these people. But this is not a test of your abilities; it is an inventory of your
interests. Your scoreswill be presented to you later, on a special sheet called
aprofile, w'ith information on how to understand the scores.
Directions:
1. With this booklet, you should have a special answer sheet onwhich tomark
your answers.
2. Please make nomarks on this booklet; itwill be used again by other people.
3. Use any soft, black, lead pencil (such as aNo. 2) tomake yourmarks on
the answer sheet.
4. Fill in your name and other information on the answer sheet. Follow
carefully the instructions for filling in your name.
5. Instructions formarking your answers are given on the next page of this
booklet and also on the answer sheet.
6. Make a heavy, darkmark for each answer—not a cross or a checkmark.
7. If youmake amistake or change yourmind, erase carefully and thoroughly.
8. Your answer sheetwill be processed by computer. Please keep it free from
wrinkles or straymarks, so that itwiU be scored correctly.
9. Try to answer each question.Work quiddy; first impressions usually give
the best results with this inventor)’. Turn the page and begin.
STANFORD UNIVERSITY PRESS, STANFORD, CAUFOR.\TA
Copyright© 1933 (mkewed 1961), 1938 frcncwed 1965), 1945 (renewed 1973), 1946 (renewed
1974}, 1959, 1964. 1965,1966, 1966.1969,1972.1974 by the Board of Trustees of the Leland Stanford
Junior University. Aii rights reserved in all parts and accessories. No part of the Manual or of the test,
answer sheeu, profiles, and other scoring forms, norms, scales, scoring keys, and other accessones
associated with it may be printed or reproduced by any other means, electronic, mechanical, or
photographic, or portrayed, translated, or included in any informatimi storage and retrieval system, or used
to punt or otherwise reproduce a computer-generated interpretatioo. without permisstoti in u*nting from





The Strona-Campbell Interest Inventory (SCII),
and Survey of Study Habits and Attitudes (SSHA) will
be utilized to collect the data. A description of the
instruments follow:
Strong Campbell Interest Inventory (SCII)
The Strong Campbell Interest Inventory (SCII) for
ages 16 through adults, is one of the most popular and
frequently used interest inventories. Originally
published in 1927, it now has 193 scoring scales (six
general occupational themes, 23 basic interest scales,
162 occupational scales, two special scales), and 26
administrative indexes. These scales are then
categorized into six general occupational themes:
Realistic, Investigative, Artistic, Social,
Enterprising, and Conventional. A complete reference
of the 193 scales, may be found in the Ninth Mental
Measurements Yearbook (Mitchell, 1985). The untimed,
but generally 20 to 60 minute paper and pencil test
can not be locally scored.
Survey of Study Habits and Attitudes
Over the years, the Survey of Study Habits and
Attitudes (SSHA), in addition to being used to predict
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academic performance, is used to support the diagnosis
and treatment of academic frustration, and contribute
to the understanding of the relation between study
habits to personality types of underachievers and non¬
achievers, to name a few (Zimmerman, et. al., 1971;
Robyak and Downey, 1987).
This popular instrument also is utilized by
counselors to assess student motivation to study, as
well as attitudes toward the school environment,
teachers, and instruction and activities related to
academic achievment. The 100 item paper and pencil
test provides seven scores: Study Habits (Delay
Avoidance, Work Methods, a total), and an overall
grand total.
Specifically, the SSHA through self report assesses
the extent to which students function in four
categories. These categories describe specific study
behaviors of Delay Avoidance (DA), Work Methods (WM),
Teacher Approval (TA), and Education Acceptance (EA) .
Delay Avoidance describes one's tendency to avoid
procrastination and distraction from studying. Work
Methods examines whether the student utilizes
organization in completing his work assignments.
Teacher Approval measures the students perception of
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teachers. The degrees of acceptance of educational
goals is expressed in the Education Acceptance score.
An overall study habits scores is determined by
combining Delay Avoidance and Work Methods scores.
An overall attitude towards studying is available
through a combined Teacher Approval and Education
Acceptance score. The latter two scores combined
yield the comprehensive study orientation. Thus, the
comprehensive score is both cognitive and affective.
The latter includes personality dimensions (Brown and
Holtzman 1966; Rutkowski and Domino, 1975).
Appendix C Form C
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GRADES 12-14
Survey of Study Habits and Attitudes
Brown—Hoi tzman
Do not open this booklet until you are told to
do so. Wait for the examiner’s instructions.
DO NOT MAKE ANY MARKS IN THIS BOOKLET
Copyriylu 1953, {jc; 1965.
.\II riclits ri'si rvi'J. Nu p;itt nf th:s m:iv lu' n-prixlucrd in ;in\' form of printme or liy anv other means, elcc-
troim- or tm-fii.inica!. niL'IiHinn’. hut not limited to. photoeopynn;. jiuiimisual reeordiim ami transmission, and portrayal
or tluplie.ition in .ui\ u.torm.ition sloraue .imi retrieval syNtcm, without permission m writing from the pubLshcr.
The Psychological Corporation, Cleveland, Ohio,
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Appendix- D
APPLICATION FOR ADMISSION
1. SOCIAL SECURITY NO.
1 1 l-l 1 -1 1 1
2. 4AME LAST
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3. YOUR CURRENT ADDRESS (NUMBER. SPACE. STREETIROUTE. SPACE. BOX NUMBER)
1 1 1 M 1 1 1 M 1 1 M M M 1 1 1 1
4REA CODE telephone NO.
M M ML±J 1 1 1
1 1 J
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1 1 CODE 0
13. Pawnt / Guardian
1 1 P-Partm1 1 Q - Guardian
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M M M M
RRST
M M M M M M M
MIDDLE
M M M M M 1
NUMBER SPACE. STRECTIROUTE. SPACE. BOX NUMBER (IF DIFFERENT FROM YOURS)
M M M M M M M M M 1
OCCUPATION
MM M M M M M M
CITY
M M M M M M 1 1 1
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□ 1. FAa □ 2. SPRINQ YEAR 19 I
16. What will Ba your
CODER
17. Oo you plan lo hvo on etiRMi?
□ YES □ NO
16. Will you M a luli-tiiM or pan^iM atudant?
□ RjaTOAE □ PART TIME




20. Liai tno high tcflool
from wnicn you gradualod
(or wfiM graouato).
NAME CITY a STATE 21. Coda tor Hign ScMol (SEE COUNSELOR)
22. Type ol High School
j 1 COOEl
23. Wia you apply tor hnancm aid?
□ YES □ NO










25. Data ol High Schod Giaaualan
M M M 1
26. II trantitmng. an. in chronological fsfI1
CSS CODE COUEQEmNIVERSrrY CITY AND STATE DATES ATTENDED 26 Uataachol your ratanvaa who haaailanaadaaikCalloga(i.a.nwilwr.laMr.
amar. ate.)
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27. List your ailracurricutar activitiaa: Laaoaranio posiiiona.. honori. hoDBiaa ano/or intaraata. (II mora apaca la naadad.
attach aitra anaat).
2a. Ual path ol your ralativao who la ahanding Oark Collaga
NAME REUTI0N5HIP
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COLLEGE » ATLANTA, GEORGIA 30314
LETTERS OF REQUEST FOR PERMISSION/CONSENT.
OFFICE OF THE REGISTRAR
TO: Recipient (s) o-f Reports with Sensitive Student Data
A
FROM: Frederick A. Fresh
Registrar
date: yiSjiS
RE: Requirement to Sa-feguard the Privacy Rights o-f Students
Your request -for report containing sensitive student data
was granted with certain inherent restrictions. These re¬
strictions are listed below. I-f you find that you can not
comply with the restrictions and properly safeguard the
report, you are required to return the report to the Office
of the Registrar for proper disposition. Please note that
violation of the Family Educational Rights and Private Act
is covered by federal statue.
Restrictions:
1. The information in the report is provided for adminis¬
trative use only.
2. Data for the report must not be released to a third
party in any form which would permit identification of an
individual student.
3. Reports must not be made accessible to non—faculty and
staff members. Students should not be permitted to work
with raw data which provides specific knowledge of other
student’s personal data.
4. Refer all requests for official reporting figures to the
Office of Institutional Research, Mr. Samuel Baldwin,
Director. This promotes consistency in the eNternal commu¬
nity.
Reports Released:








240 James P. Brawley Drive, SW
Atlanta, GA 30314
Dear Dr. Lee:
As you are aware, I am a doctoral student at
University in the Counseling and Human Development (CHD)
program. School of Education. Under the advisement of Dr.
Rudolph Green, Chairman, CHD, I have been approved to present a
dissertation research proposal in partial fulfillment of the
requirements for the Ph.D. degree.
In light of the above, I am seeking permission to utilize
the scores from the Strong Campbell Interest Inventory and
Survey of Study Habits and Attitudes for the freshman class of
1986. This data will assist me in exploring study habits and
career decision making as predictors of academic performance.
The proposed title of my research is "The Relationships Between
Career Choices, Study Habits and the Academic Performance of
Selected College Freshman"
Thanks in advance for your consideration. Your assistance
in my efforts to fulfill my requirements will be sincerely
appreciated. If additional information or clarification is






cc: Dr. Rudolph Green
141a College
EXCXLLENCE TMROUCH INMautnONVLLENCET OUtnON
February 23, 1989
Mrs. Lauretta S. Lyle
Counseling Office
College
240 J. P. Brawley Drive, SW
Atlanta, GA 30314
Dear Mrs. Lyle:
I am in receipt of your correspondence of February 23, 1989
seeking permission to obtain scores from the Strong Campbell
Interest Inventory and Survey of Study Habits and Attitudes for
the freshman class of 1986. Your study appears to be one of
great importance to the college and has implications for wide¬
spread use among both educators and counselors. Accordingly,
your request is granted.
I wish you continued success in your efforts to obtain an
advanced degree from University. If I may be of
assistance, please don't hesitate to call.







ACT American College Test
DA Delay Avoidance
CIA College Inventory of
Academic Adjustment
EA Education Acceptance







SDI Self Directed Search
SCI! Strong Campbell
Interest Inventory
SSHA Survey of Study Habits
and Attitudes
TA Teacher Approval
VPI Vocational Preference
Inventory
WM Work Methods
